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ABSTRACT 
 
Music educators employed by the Large Overseas American School System 
(LOASS) at the center of this study live and work within the borders of allied host 
nations. Their students are dependents of military and civilian personnel stationed on 
bases situated on allied foreign soil. The researcher explores numerous perceptions of 
music educators and students who have engaged in intercultural collaboration, an 
unexplored activity occurring in the context of LOASS. Participants report on particular 
circumstances and issues surrounding activities in music education that include overseas 
host nation stakeholders. Contributions to the body of literature include re-envisioning 
the process through which one becomes intercultural, the role of antenarrative and what it 
comprises, as well as distinguishing unidirectional musical exchange from the activity of 
omnidirectional collaboration. 
Data sources include surveys, interviews, and historical evidence such as photos, 
school yearbooks and newspaper accounts. Survey results obtained from former LOASS 
music educators and students inform readers of the depth and breadth of the LOASS 
system, and the demographics of its participant pools. Interview data were manually 
	  viii 	  
coded, and revealed several emergent themes: motivations for initiating collaborative 
activities and what those activities look like; impact of collaborations on former music 
teachers, their students and host nation counterparts; barriers which inhibit such 
collaborations from taking place; strategies for overcoming those barriers, and what 
participants believe qualifies such collaborations as being successful. Yearbook and 
photographic relics provided an historical sense of overseas schools’ vision and legacy 
through writings and pictures archived over a 68-year continuum. In totum, these data 
comprise an antenarrative ‘story before the story’ from which participants’ narratives 
emerge and are presented in their own words. 
Framed within this context, the results provide a blueprint of how other members 
of the music education community can engage in such activities and successfully 
overcome any potential barriers that may inhibit them. Finally, a number of actionable 
alternative research methodologies are proffered to future researchers that may address 
peripheral issues regarding intercultural collaborations through activities in music 
education worldwide. In doing so, this study may encourage other like-minded music 
educators and their students to do the same.  
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CHAPTER 1: INTRODUCTION AND REVIEW OF LITERATURE 
Passersby would later recall observing the two choral music educators excitedly 
speaking in German as they finalized preparations for a series of joint concert 
performances. At first glance, nothing seemed unusual about the conversation because 
music colleagues frequently engage in such discourse. This particular discussion between 
conductors, typical to planning that occurs among teachers, spanned a range of topics 
such as repertoire selection, venue choice, funding sources, and transportation for 
students to and from rehearsal and performance sites. Other topics in such conversations 
may include the need for chaperones, administrative permissions, and event promotion. 
One would think that observing such a conversation between German-speaking 
conductors was commonplace in discussing such ordinary topics; yet, their simultaneous 
complexities remain little understood.  
Questions naturally arose and ranged from who will conduct the national anthems 
to who chooses the remainder of the concert repertoire? Should the mixture of ensembles 
include men’s- and women’s-literature, indigenous choral folksong arrangements, or 
even jazz standards and Spirituals? Concert organizers must also discuss details such as 
introductions, sequencing and printing of programs too. All are part and parcel 
considerations, and never as straightforward as they may seem to the outsider. 
Collaborative ventures such as concert planning for any group of students certainly 
involves unique challenges amongst participants. 
In this particular scenario, there were undeniably numerous topics for the 
conductors to identify and clarify. The quality of performers, repertoire interpretation, 
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diction, and length of the event would never be left to chance. Various opinions may 
accompany their decisions, but no assumptions would be made about the credentials and 
qualifications of either conductor. Furthermore, if stakeholders ever wished to plan and 
engage in such collaboration again, the activity would need to proceed from concept to 
product in as trouble-free a manner as possible. Although the process of presenting a 
concert to an audience always requires overcoming certain barriers, it is ultimately 
stakeholders’ perceptions of success that will serve as both judge and jury. In this 
situation, it is incumbent upon both conductors to make the concert successful. 
What makes this project unique is neither the ages nor abilities of the students. 
The astonishing aspect of the aforementioned event coordinators involved is this: Neither 
music educator is German, nor is German either’s first language. The event is to take 
place in Okinawa, Japan, and its participants were born in nearly every corner of the 
Earth. Certainly, familiar issues are evident in this encounter of two conductors. Yet on a 
larger scale, ways in which individuals from various countries work together on behalf of 
students’ quality musical experiences are not so obvious. Such is the nature of 
intercultural collaboration, and thus begins our journey. 
Exploring Both Familiar and New Territory 
I began this study with the intention of exploring the nature of intercultural music 
collaboration within one American overseas music education setting. My experience as a 
12-year veteran teacher of the LOASS and as an international music workshop conductor 
has afforded me many years of experience working with interculturally constructed 
ensembles. I have witnessed repeatedly the wide range of social, cultural, personal, and 
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musical experiences of conductors and their musical groups as they plan, rehearse, and 
perform together. It is my assertion that interactions enacted through musical activities 
such as intercultural collaborations have existed throughout the history of LOASS, and 
that investigating perceptions of people in those interactions would be an effective means 
for understanding the nature of intercultural collaboration in the context of LOASS:  
It is also encouraging to note in intercultural education a heightened appreciation 
of interrelationships and interaction. For instance, there is a growing emphasis 
upon the school in society both as it influences and is influenced by other social 
institutions and forces. There is growing recognition of the relationship between 
process and product, and consequently deep concern with both. (Van Til & 
Denemark, 1950, p. 282) 
Description of the LOASS 
The situated context is a Large Overseas American School System (LOASS), an 
educational system that was instituted by congressional order one year after the end of 
World War II (United States Army Europe, 1958). This system services students on a 
worldwide basis. Within this context, a history of intercultural collaborations through 
activities music exists, but has not been investigated by researchers.  
I began by examining the background of this large overseas school system as a 
means to demonstrate the involvement of large numbers of music students and educators 
over a continuum. Furthermore, this background information demonstrates the 
uniqueness of this population with its abundance of cultural and music learning 
opportunities for participants and stakeholders due to their location on foreign soil. 
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Providing this information about LOASS and its inherent intercultural collaborations 
provides a roadmap for this journey.  
Nature and purpose of the LOASS. Stakeholders in the Large Overseas 
American School System (LOASS) began instructional services on September 15, 1946, 
when the Okinawa University Dependents Schools opened its doors for the first time to 
dependents of military and civilian personnel (Brown, 1981). One month later, 38 
elementary and five high schools, accredited by the North Central Association (NCA), 
began instructing more than 2000 children from all 48 of the United States throughout 
Germany and were fully functional by year’s end (Nürnberg High School, 1952, p. 8). 
Since that time, the United States has operated over 200 schools within the borders of 23 
allied nations around the world for purposes of educating dependents of military 
personnel and civil servants.  
Peak enrollment worldwide occurred in the 1970s averaging over 150,000 
students. A comparable, stateside branch of the LOASS was created in 1976 to form a 
domestic branch of schools called the Domestic Dependent Schools (DDS). This 
additional system merged with LOASS in 1976 and remains today as an independent and 
Congressionally funded American Education Activity (AEA) (Delaney, 1982). Less than a 
decade later in 1983, the LOASS underwent further reconfiguration, dividing overseas 
schools into six global administrative regions with delegations in the Mediterranean, 
Panama, and Germany ("About LOASS: History", 2006). Post Cold-War era reductions 
began by decade’s end, reflecting a drawdown of forces and schools especially 
throughout the European theater of operations with the fall of the Berlin Wall in 1989. 
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With dramatic and systemic changes following the tragic events of September 11, 
2001, America began waging multiple-front wars on terror throughout the Middle East. 
As a result, a significant percentage of LOASS students have had one or both parent-
sponsors deployed for extensive periods of time in support of Operation Iraqi- and 
Operation Enduring-Freedom. A large percentage of those same LOASS students have 
attended overseas schools for extensive periods of time, attributed to sponsors’ traditional 
two- or three-year assignments. As a consequence, a wide range of stakeholders including 
teachers, administrators, military officials, students, their parents and host nation citizens 
often know nothing other than the unique educational experiences inherent in America’s 
overseas school system. 
During 2006-2007, sixty years after its beginnings, the AEA has operated over 
226 schools in eight U.S. states/territories1 and eleven foreign countries2, while meeting 
the needs of 90,000 dependents of military and LOASS families around the world. In 
academic year 2011-2012, 128 schools were serving the needs of more than 59,400 
students. This number includes 36,000 students in 80 schools throughout LOASS-Europe 
administrated in Wiesbaden, Germany. Concurrently, nearly 23,700 students were 
enrolled in the 49 schools of LOASS-Pacific with oversight from Okinawa, Japan.  
An additional 66 schools resided within the United States and Cuba under the 
administration of the domestic arm of the LOASS Domestic Dependent Schools (DDS) in 
Peachtree City, Georgia and were attended by nearly 28,000 students. Currently, almost 
                                                
1 Alabama, Georgia, Guam (a U.S. territory), Kentucky, New York, North Carolina, 
South Carolina and Puerto Rico (also a U.S. territory). 
2 Bahrain, Belgium, England, Germany, Italy, Japan, (Okinawa, a Japanese Prefecture), 
the Netherlands, Portugal (Azores), South Korea, Spain, and Turkey.  
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9,000 teachers and their aides educate 76,000 students worldwide and abide by the same, 
nearly unchanged mission statement that was drafted first in 1946.  
As American involvement in simultaneous conflicts overseas comes to a close, 
both reductions in force (RIF) and military base realignments have resulted in numerous 
school closures around the world. Fewer troops equate to less military installations, less 
accompanying families, fewer students, lower enrollment and ultimately the need for 
fewer teachers. The cumulative affect has resulted in a streamlined approach to educating 
dependents overseas. Current total enrollment in LOASS for SY 2014-2015 is in excess 
of 52,000 students (29,500 in Europe; 22,800 in the Pacific) with the domestic enrollment 
just over 24,000. Combined figures show a systemic 12.5% reduction of students since 
academic year 2011-2012.  
Mission. The mission of this overseas system, referred to exclusively throughout 
this document as a Large Overseas American School System or LOASS, is to “Educate, 
Engage, and Empower each student to succeed in a dynamic world” (“LOASS Mission”, 
2014). For the past 68 years, stakeholders in LOASS have endeavored to fulfill its 
mission by aiming to create a democratic atmosphere; cultural sensitization and 
cooperation amongst peoples; and social integration among expatriate communities and 
their host nations. Likewise, the United States government’s overseas vision has 
remained virtually unchanged “to be among the world’s leaders in education, enriching 
the lives of military-connected students and the communities in which they live” ("About 
LOASS: Vision", 2014).  
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From the system’s onset, music education has been part of its curricular offerings 
and has afforded the potential for musical collaborations between U.S. teachers, their 
students, and host nation music programs around the world. Logistically convenient, 
LOASS has had the full support and backing of the United States government. 
Intercultural collaborations (IC) have been initiated by host nation and American 
educators, school administrators, and through the urging of both local dignitaries and 
American military officials.  
While each area’s elementary and secondary schools lie in logistically optimal 
locations around the world and are rife for curricular-based intercultural collaborations 
(Hartford, 2010; Montalto, 1978), scholarly studies regarding the LOASS specifically 
have been reserved to a handful of non peer-reviewed journals and governmentally 
controlled publications (Cooper, 1954; Ellison, 1965; King, 1965; Walling, 1985) and do 
not include peer-reviewed sources. The lack of studies dedicated to investigating 
intercultural collaboration through activities in music education outlines the need for this 
study. 
Certainly it would seem that in an increasingly and globally interconnected world, 
the LOASS and its music educators are well positioned to make manifest a global 
perspective of the arts and arts education within their overseas communities. 
Unfortunately, in the current climate of global terrorism, it may be that same positioning 
of LOASS schools in foreign lands that in fact inhibits its educators from doing so. 
Stakeholders’ security is of paramount importance to the United States government and 
its military. So much so, that protectionism, and isolationism prevail at the expense of 
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experiencing would could/should be the wide array of global topics and musics awaiting 
discovery in its music education classes today. 
Interpretive Framework 
This study is situated within an interpretive paradigm of lived experience. Bresler 
(1995), discussed lived experience with the following definition: 
It has a temporal structure… it can never be grasped in its immediate 
manifestation but only reflectively as past presence. The interpretive assumption 
of lived experience treats experience as a text, understanding the meaning of the 
whole, and vice versa. Thus, a meaningful interpretation consists of back-and-
forth movement between parts and whole. Understanding cannot be pursued in the 
absence of context and interpretive framework. (p. 11) 
Viewed through this research lens, the study’s participants and I revealed characteristics 
unique to LOASS music education activities over a significant 50-year continuum.  
The LOASS’s educational institutions overseas provide the setting of the 
population to be studied. This American-style system is the only one to have been 
congressionally funded continuously since 1946. Establishment and function of music 
education within the curriculum is the context in which stakeholders have engaged in IC 
activities. In addition, educational leaders, including teachers and administrators, crucial 
to providing its course offerings are its key-players. Additionally, the bureaucratic 
infrastructure of governmental legislation and funding of programs contribute to the 
practices and processes in which stakeholders participate. Studies and reports detailing 
the post-WWII formation of the LOASS for dependents of military and civilian personnel 
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overseas have been located and verified to accurately describe historical instances and led 
to an exploration of the role of music education as a vehicle for intercultural 
collaborations with host nations.  
Prior to the study, I engaged in numerous informal discussions with my fellow 
LOASS colleagues throughout the world on the topic of intercultural collaboration 
through activities in music. Although never previously viewed through this interpretive 
lens, the topic of ICs has resulted in many interesting stories of projects conceived with 
“commendable intentions” (Hunter, 1989, p. 192). As the qualitative researcher, I am the 
primary instrument of data collection. During extensive field research, I discovered and 
analyzed primary and secondary sources as well other archival relics. I later combined 
those findings with survey results and participant interviews to inform readers of the 
depth and breadth of the system and its documentation of ICs through activities in music 
education. Taken as a whole, these research findings comprised pre-story antenarratives 
(Boje, 2001) which complement the subsequent narratives told by the people who have 
experienced them in the context of LOASS schools, making them unique.  
A few anecdotal examples, shared by colleagues from around the world are now 
proffered to help illustrate both successfully forged partnerships and those for whom 
barriers to collaboration proved insurmountable:  
• A veteran band director and his students were invited to participate with 
host nation bands and choirs at an international peace summit in Japan as a 
means of ambassadorship and goodwill amongst nations. 
• Former LOASS music students recalled numerous field trips throughout 
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Italy in which choirs combined with local teenagers to sing at a variety of 
community festivals. 
• Young military dependents stationed outside Manila were eager to sing 
with Filipino youth, but denied the opportunity by a music teacher 
unwilling to invest the time necessary to make the collaboration possible. 
Instead, the faith-based community provided the means necessary to 
overcome such a barrier, concluding with a successful interaction and 
duplicable model, but one never repeated. 
• A director who lived for many years in Iceland participated in a 
community music ensemble off base, but was unable to forge similar 
partnerships benefitting students for a variety of logistical issues. 
• Jazz advocates within the system’s schools purposefully approached local 
German school musicians and single-handedly established an exchange 
that led to, over the span of 25 years a host nation jazz tradition that now 
regularly tours the United States. 
As a long-time music educator within the system, I also engaged in numerous 
music activities with a variety of host nation stakeholders. A brief synopsis of both 
successful collaborations and the barriers I personally encountered are described in a 
similar manner: 
• Our inaugural on-base IC performance of Franz Schubert’s Mass in G 
with local Prefectural Fine Arts University musicians was thwarted 
because the sheet music failed to arrive due to delays in the overseas mail 
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service. As Japanese stakeholders plan such events often months in 
advance, we were unaware of our own lack of intercultural sensitivity (IS) 
to the needs of our partners. 
• A performance of John Rutter’s Requiem was nearly cancelled because of 
last-minute logistical miscommunication regarding access to an adjacent 
military installation. Previous permissions to grant host nation participants 
such access were temporarily rescinded and jeopardized the IC 
performance. 
• Following a successful grant-writing campaign, a local Taiko group and 
traditional dance ensemble interacted with and provided lessons to our 
music honor society members. Grant funding also enabled purchase of 
several large drums and six Okinawa sanshin for use by our student 
musicians, department-wide. 
• The most successful partnership occurred when an Okinawan colleague 
and I planned an entire IC without relying on support from others. We 
found German as a common language through which to communicate; we 
established a personal rapport and friendship outside of the musical 
setting; we scheduled the collaboration far in advance having learned from 
our previous failing at being interculturally sensitive; we provided our 
students opportunities for social interaction in the midst of music 
rehearsals, and we secured personal transportation to and from events at 
no expense to the system. 
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These synopses provide real world examples of both successful ICs and the 
barriers that often jeopardized those interactions from coming to fruition. In my 
experience, successful ICs are very possible, but they may also be derailed at many 
junctions along the way. Having established a comprehensive framework for how 
stakeholders have been involved in intercultural and collaborative activities, 
interpretation of their experiences as participants in and not simply observers of 
intercultural collaborations is a lens through which the investigation can now proceed.  
For purposes of this study, participants spoke for themselves about the activities 
in which they have engaged. Using their own words as the foundation enabled me to 
convey a sense, an interpretation, and an explanation of those events through narrative 
inquiry (Boje, 2001; Czarniawska, 2004; Pemberton, 1987; Wells, 2011), shared here for 
the first time with readers. Consistent with the interpretive paradigm, I acted under the 
premise that “All experience is mediated by the mind, and all human intellect is imbued 
with and limited to human interpretation and representation” (Bresler, 1992, p. 64). Such 
is the nature of those activities yet to be described. Narratives are used to convey to a 
greater audience, a non-comparative and holistic approach. This particular case is in need 
of that same type of understanding. What an intercultural collaboration between the 
institution of LOASS and its host nation counterparts looks like is much more important 
than how it differs from or compares to other institutions and the situations in which they 
find themselves. 
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Review of the Literature 
In this section, I provide a review of literature on intercultural collaboration. In 
this review, intercultural collaboration is defined as an activity comprised of precursory 
skills developed through the process of becoming intercultural. Literature addressing key 
elements in the process of becoming intercultural is vast. Limited research however, has 
been conducted on the LOASS itself, its partnerships with local host nation stakeholders 
(HN), and stakeholder involvement in those partnerships. Published materials have been 
limited to a handful of non peer-reviewed journals and dissertations whose purpose was 
to primarily trace the history and development of the LOASS itself from 1946 to the 
present.  
Gaps also exist in the lack of studies directly addressing the processes LOASS 
stakeholders must undertake if they want to become more involved in ICs overseas. In 
this study I will portray a more complete picture of ICs through activities within music 
education in the LOASS and the crucial roles played by members of its music and 
education communities. In doing so, a greater understanding of intercultural collaboration 
through activities in music education will be discussed than has been presented in 
previous studies. Beginning with a broad range of research addressing historical 
definitions of key term intercultural, I review and address the extant literature regarding 
the active development of one’s own intercultural sensitivity, models for measuring 
stakeholder’s intercultural competence, and factors involved in the development of 
intercultural communication skills necessary to one becoming intercultural. 
Within this review, I also examine collaborative learning theory (CLT) and its 
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implications for intercultural education (IE). Also reviewed are the historical contexts of 
CLT and IC within music education practice, and how those terms have been used within 
several nations of study throughout the 20th- and early 21st-centuries. I then review 
literature that addresses cultural experiences of LOASS stakeholders including music 
teachers and students, and the role each demographic plays in support of those activities. 
I conclude my review with what has been written about the LOASS in particular and its 
role in providing an American-style education for the dependents of American service 
personnel and civilian contractors stationed overseas. Finally, I examine if literature 
exists that details whether music teachers and their students have, or have not engaged in 
intercultural collaborations since the system was founded in 1946 and barriers that have 
historically inhibited such collaborations if evident. 
Defining Intercultural 
The term intercultural is oftentimes misunderstood due to its interchangeable 
usage associated with words such as cross-cultural, multicultural, etc. As cultural 
interaction and understanding grew in importance over the last half of the twentieth-
century, the precise nature of and definitions for culture in such interactions has varied 
slightly (Birukou, Blanzieri, Giorgini & Giunchiglia, 2013). Notions of intercultural, 
multicultural and cross-cultural in a variety of contexts began to arise and were especially 
important within the pluralistic nature of American society. Halvorsen (2013) discussed 
several observations made by Norman Drachler on intercultural education (IE) in the 
United States of America during the World War II era. The idea of an IE was born from a 
paradigm shift that sought to dispel notions of superiority based on race or nationhood. In 
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Drachler’s opinion, human equality, fundamental to the democratic ideals of U.S. 
politics, was marred by the racial superiority that formed the backdrop of German anti-
Semitism and Japanese imperialism. By World War II, American educators were 
embracing the idea of a social contract that amplified the importance of social cohesion 
for political unity and strength. This paradigm shift called for emphasis to be placed on 
principles of equality and opportunity for all. The inalienable right of every human being 
to participate in a school program that celebrated diversity of races and cultures was 
ultimately designed to challenge race-based totalitarianism. In this context, students were 
to be taught to respect and fulfill their responsibilities as U.S. citizens.  
Halvorsen (2013) also demonstrated that although IE, as the term had been 
understood in the United States, ended in the 1950s, it formed the basis for 
accomplishments several decades later during what is known as the multicultural 
education reform movements of the 1960s pioneered in part by groups from Tanglewood 
and Julliard. Mark (1999) suggests that, given the civil rights achievements of the mid-
twentieth century, Americans became more aware and respectful of ethnic and cultural 
differences. The resultant multicultural thrust manifested itself as the integration of 
cultural differences within curricula. Music teachers in particular began to incorporate 
music traditions from other cultures and ethnicities, including the popular music of 
nations yet untaught. Teachers began incorporating these initiatives into their instruction. 
This in turn introduced students and the communities in which they lived to new cultural 
connections through musical activities within the schools.  
According to Olneck (1990), origin of the term multicultural is “largely 
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constructed around the concept of ‘individual difference’, advances an apolitical and 
fragmented model of culture, and presumes an attitudinal explanation for ethnic conflict” 
(p. 147). Olneck connects this stance by drawing on comparisons of school practice in 
multiculturalism of the 1970s and 1980s “with the intercultural education and cultural 
integration efforts of the 1930s and 1940s” (p. 147). Olneck chose to clarify terms such 
as pluralism in the intercultural debate of the 1940s and admonished the multiculturalist 
school as having shared in the “disturbing triumph” of cultural pluralists (p. 148). Olneck 
(1990) interprets interculturalists’ stance on diversity as minimization of degree and 
permanence of differences, focusing instead on their desire to “eliminate misconceptions 
and to advance understanding” (p. 149). Interculturalists, Olneck contends, move toward 
creating relationships, rather than perpetuating a focus on what tears cultures and peoples 
further apart. 
Rather than tackling structural issues that further promulgated and 
disenfranchised those students perceived as other, researcher preoccupation seems to 
have been on the cultural contribution of diverse groups and on values such as tolerance 
and appreciation of differences. Brown (1945) advocated student-produced plays in an 
innovative documentary style to address these and other important components of the 
issue. Concerned about the dangers of international conflict, cultural and political leaders 
sought ways for people to learn about other cultures in the hopes of eliminating such 
conflicts. Internationally and domestically, the use of international and intercultural 
education became more widely accepted as population diversity increased.  
The earliest examples of the term intercultural in the context of education appear 
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in reference to the work of an American schoolteacher, Rachel Davis DuBois (Lal, 2004, 
p. 18) who founded the Bureau for Intercultural Education (BIE) in 1934. Contextually, 
the use of intercultural revolves almost exclusively around how the term was understood 
within the United States of America. Dubois’s work with the BIE attempted to 
understand the American “problem of the second generation, children of immigrants, and 
offered a vision of an intercultural nation tolerant of diverse peoples” (p. 18). Dubois’s 
lifelong interest in intercultural education was grounded in the belief that “people from 
different backgrounds [are to] be encouraged to share the best of their traditions and 
customs, thus building a richer culture” (p. 18). 
Montalto (1978) credits DuBois as the “one person more than any other 
responsible for setting a new agenda for American education” (p. 77) and cites 
intercultural education as synonymous with the educational leader. In so doing, Montalto 
backdates the point of origin for the intercultural education movement to 1924. This was 
a time between world wars when concerns over racial tensions led some populations from 
within the United States to be increasingly suspicious of Jewish- and African-American 
loyalties. Concurrently, many Americans of Japanese and German heritage were being 
treated harshly and quite often interred in special camps within the United States itself. 
Volk (1997) duly noted, by “the 1950s, the phrase intercultural education began to mean 
education for understanding between the U.S. and world cultures as well as between the 
cultures within the U.S.” itself (p. 148). Additionally, music education often included 
folk dancing and music “as part of their intercultural education programs” (p. 148). 
DuBois (1945) was reacting in response to still earlier American schools of thought on 
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pluralism as melting pot (Zangwill, 1909), against Americanization (Kallen, 1915), and 
in opposition to the Anglo-Saxon lens through which assimilation patterns were viewed 
(Ramsey & Williams, 2003, p. 9). DuBois also shared previous views of advocating for 
accommodation of immigrant cultures into an America more cosmopolitan in nature 
(Bourne, 1916), insisting they play a part in making America a true democracy, not only 
in rhetoric, but in deed as well. DuBois developed these theories between world wars in 
an attempt to make the BIE a “resource for teachers” who were “wanting…to expand 
students’ appreciation of diversity” (Lal, 2004, p. 19).  
DuBois’ vision of interculturalism in America was the fruition of a cultural 
democracy through interaction of peoples in creation of a more “dynamic society” (p. 
20). Though the BIE would officially last only until 1954, this aspect of the research 
details a legacy begun by DuBois in the fight against racism, prejudice, and fascism, 
themes that were especially poignant through WWII. DuBois and the BIE would later be 
recognized for championing the causes of rights for children of immigrants through 
education using units in music, amongst many other courses, in helping to do so 
beginning with the NYC school-system. DuBois was proactive in developing curriculum 
including “use of art, drama, song…stressing intercultural themes and the democratic 
ideal” (Hager, 1956) that would help address any new problems that were to arise later in 
intercultural education. What is debated here is not the merit of one approach over 
another. Instead, I have addressed each movement’s stance (inter- and multicultural) 
toward diversity, unity, and symbolic construction of individual group identity in society.  
Other researchers see interculturalism as a genre of multiculturalism. Bennett’s 
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(2001) insight on the subject of Ethnic Culture Groups has as its primary purpose to 
“uncover knowledge about culture that will enhance an individual’s intercultural 
competence” (p. 196). Grant and Portera believe terms such as multicultural and 
intercultural are not identical in a pedagogic sense (2011), and should not be debated at 
the expense of one another (Grant, 2006). This equal opportunity approach, framed 
within the context of the current study, indicates that while differences between multi- 
and intercultural lenses exist and are important to clarify, both “bring about 
transformative change” (p. xi). Certainly, both infer an interconnectedness that forces 
stakeholders to engage in “much needed conversations about education, human rights, 
social justice, peace and environmental good” (p. xi).  
Meer and Modood (2011) provide the clearest, most current writing on the 
difference between interculturalism and multiculturalism. The authors contend that the 
two “should be considered complementary” (p. 1). They further dispute suggestions by 
Lentin (2005) “that interculturalism is simply an ‘updated version’ of multiculturalism (p. 
394). 
Cushner (1998) noted the importance of “differentiating the labels multicultural 
education and intercultural education, the two most commonly used terms, as well as 
cross-cultural education” (p. 3). Multicultural “refers to unrelated juxtapositions of 
knowledge about particular groups without any apparent interconnection between them; it 
also infers the participation or inclusion of three or more.” Intercultural, implies omni-
directional “exchanges, [and] cooperation” (p. 5) and collaboration. Cross-cultural 
education denotes a unidirectional flow of information, for example, a teacher belonging 
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to one culture group to a student of another (Cushner, McClelland, and Safford, 2012). 
This term has been used interchangeably with intercultural, which has come into more 
common usage in recent decades, primarily outside of the United States. Cushner, 
McClelland, and Safford (2012) base their assertions in part on the idea that intercultural 
interaction can occur between people from similar backgrounds or, as is of greater 
pertinence to this dissertation, “international, between two (or more) people from 
different countries” (p. 23). Identities are developed and often created through interactive 
experiences that are either familiar or contrary to the participants’ previous belief systems 
and understandings of their places in the world. Rather than approaching differences in 
negative ways, the authors’ desire to see stakeholders embrace diversity, using it to create 
something altogether new and of transcendent benefit to all involved.  
 Grant and Portera (2011) define and value each term, elucidating the 
epistemological distinctions between many seemingly interchangeable, yet sometimes 
incorrectly used terms: Meta, meaning culture beyond culture (p. 12); trans, elements 
spreading through culture (p. 12); multi, peaceful coexistence amongst many cultures, (p. 
13); and intercultural to mean interactions between dissimilar populations in education (p. 
14). Therefore, we find in intercultural education, “otherness, emigration and life in a 
complex and multicultural society are not risk factors or potentially harmful features, but 
opportunities for personal and common enrichment” (p. 14). Grant and Portera inform the 
reader how both multicultural- and intercultural education is considered contextually and 
conceptually. Such labels have great bearing regarding how curriculum is developed, 
how teachers are prepared, and the differences in stakeholder involvement from country 
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to country. Grant and Portera are proponents of interconnectedness, which encourages all 
peoples to engage in much-needed conversations about education, human rights, social 
justice, and peace. 
Gupta (2003) distinguishes cross-cultural “analytically to indicate a specifically 
comparative methodology where two or more cultures are compared on one or more 
variables with a view to identifying similarities and differences” (p. 159). Gupta regards 
intercultural as “defining a cultural encounter that goes beyond the passive and the 
observational. Intercultural may be used to refer to encounters where individuals are 
immersed either temporarily or permanently in cultures other than their own” (p. 159). 
Cross-cultural experiences often occur concurrently within intercultural activities. As 
such, stakeholders are neither functioning exclusively within the realm of one culture’s 
comfort-zone nor subservient to another’s authority. Participants are not necessarily 
operating autonomously in exclusion of the other group’s needs. Rather, stakeholders 
often exchange roles and move in a manner the literature addresses as cross-cultural. 
Stewart and Bennett (1991) compare writings on these terms as well. Cross-
cultural, write the authors, infers a comparative approach and spotlights cultural 
differences. By way of contrast, the intercultural school of thought refers to the actual 
interactions between people of different cultures. According to Stewart and Bennett, the 
need to improve and integrate cultural understanding amongst peoples is of key 
importance. Their unique conceptualizations of the problems occurring in cross-cultural 
interactions, examination of the differences in patterns of American cultural perceptions 
and thinking distinguish their writings by labeling ICs as American. It is worth noting 
22 	  
	  
that, as America is geographically a very large country bordering only Mexico and 
Canada, the concept of being and/or becoming intercultural has not generally made its 
way into daily teaching and learning. By way of contrast, a large portion of Europe and 
Asia border other smaller countries. As such, one might suspect there is no way for 
people to live socially, politically, economically, or educationally disconnected lives. 
Stewart and Bennett detail many interconnected and deeply rooted American 
patterns pertaining to intercultural communication as well. Cultural, economic, political, 
and sociological understanding helps to clarify such potentially divisive topics amongst 
nations and cultures and their historical subservience to American influence. Stewart and 
Bennett’s straightforward clarification of terms cross-cultural and intercultural may assist 
others, including laypersons, in more easily understanding them as well. Additionally, the 
authors equate certain language and non-verbal communicative behaviors to different 
forms of intercultural activity. Accordingly, they insist such behaviors are crucial to 
communication in a cross-cultural manner, and conceptualize the problem of cross-
cultural interactions, while examining the differences in patterns of cultural perception 
and intercultural thinking. They liken language and non-verbal behaviors to different 
forms of intercultural activity and methodically dissect many of the underlying factors 
that inhibit such collaborations. 
Earley, Ang, and Tan (2006) define actions and interactions cross-culturally “in 
terms of cognitive awareness of cultural differences and the ability to strategize” or 
develop “culturally strategic thinking” (p. 5). Gochenour and Janeway’s (1993) proposal 
“of a seven-phase process for becoming successful in a cross-cultural situation” (p. 3) is 
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written specifically to those who have or intend to experience both short and extended 
study programs abroad. Amongst these phases are essential communication, accepting 
others and working to be accepted. Ishida, Fussell, and Fossen (2007) note that this 
process of acceptance amongst participants is often a substantial indicator of 
collaborations as having been ultimately successful or not. Interculturally successful 
participants observe and discern the meanings of their roles as defined by the host 
societies in which one participates, and establish meaningful relationships within those 
cultures (Gochenour & Janeway, 1993, pp. 3, 5). By association, those who choose to 
work, live or teach for extended periods of time outside their own country, often have the 
ability to think and act cross-culturally.  
To summarize, the authors whose literature I reviewed, contributed to a composite 
definition of intercultural as the “dialogic, collaborative nature of information exchange 
implicating both teachers’ and learners’ experiences and involvement” (Beauregard, 
2012, p. 7). Additionally, that which is intercultural denotes interaction amongst people 
from differing or dissimilar cultures, and is historically rooted in the 20-year interval 
between world wars within the realm of education. Multicultural as a term is rooted in the 
pluralist school of thinking, is a conception of highlighting individual differences 
amongst peoples, and advances a fragmented model of culture and conflict, manifesting 
in an educational movement of the same name in the 1970s and 1980s. Finally, 
participants engaging in cross-cultural activities recognize differences amongst 
stakeholders. Such realization does not seem to hinder participants from floating between 
activities either culturally familiar, or foreign to their own. On the contrary, perhaps it is 
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through understanding of one’s role, that we begin the process of becoming intercultural. 
When framed within a context of the LOASS’s music education programming in 
partnership with its host nation counterparts around the world, the implications of such an 
approach to the current study may be substantial.  
Becoming Intercultural 
Hartford (2010) characterizes the world as one in which we are becoming 
increasingly dependent on one another. Hartford describes both the importance of 
human’s ability to interact comfortably with people of cultures outside their own, and the 
necessity for stakeholders wishing to collaborate interculturally to develop the skills to do 
so. Hartford’s writings build upon the tenets of two earlier studies by Gudykunst and Kim 
(1992) and Byram (1997) from which Hartford adopted the process of becoming 
intercultural as “a dynamic and complex process that varies with each individual and with 
each context and situation” (p. 8). Hartford writes of the role of collaborative learning to 
be a vital component “in which learners seek to learn together by intentionally supporting 
one another in the process” (p. 9) while living in a host nation culture in the role of a 
sojourner. Drawing from Storti (2001) as well as Gochenour and Janeway (1993), 
sojourner is preferred over expatriate in describing community members who work and 
live outside the United States on a non-permanent basis. 
Hartford (2010) believes such a process of becoming intercultural to be a 
deliberate process and one in which participants must reflect on and be transformed by 
their experiences. Through these experiences Hartford believes stakeholders should 
emerge prepared to engage in and move between multiple cultures as participant, 
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facilitator, and life-learner in increasingly fluid ways. Hartford is the first (and whose 
study is amongst the most recent in this review) to express concerns that expatriates or 
sojourners “may choose to avoid interaction with other expatriates out of a belief that 
such relationships may hinder them from integrating with the host culture” (p. 4) and 
perhaps, as Storti (2001) wrote, “a high level of interaction with other expatriates will 
cause separation from the host culture and limit the possibility of integration” (p. 4). 
Studies such as Hartford’s are important because they dig deeply into both the process 
and product of becoming intercultural. The author’s advice also includes warnings of 
pitfalls (e.g., complacency) thought to be inevitable if sojourner/expatriates resign 
themselves to build relationships only with one another, rather than with their host nation 
counterparts as well.  
For those of us who have worked daily in intercultural settings outside of the 
United States, ideas such as these began as foreign to us. Yet these concepts have slowly 
become part of our identity as stakeholders in general, and specifically as educators. We 
have likely experienced the excitement of collaborations abroad, but have also endured 
long periods of self-segregation from those in whose country we live and work for a 
multitude of reasons. Having previously defined that which we will call intercultural for 
purposes of this study, attention is now turned toward what the research describes as 
developing both intercultural sensitivity (IS) and intercultural competence (IComp), and 
how these skills as prerequisite to becoming intercultural.  
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Intercultural Sensitivity 
Bhawuk and Brislin (1992) define intercultural sensitivity (IS) in the literature as 
“being responsive to the importance of cultural differences and to the points of view of 
people in other cultures” (p. 414). Those who possess such sensitivity have an" “ability to 
think and act in interculturally appropriate ways” (Hammer, Bennett, & Wiseman, 2003, 
p. 422). Developing capabilities to recognize [those] differences between cultures’ 
perception of the world is tantamount to those ends (Bennett, 1993). No single model for 
addressing, training, developing and evaluating individual and group IS exists or is 
mentioned more frequently in the literature than Bennett’s Developmental Model of 
Intercultural Sensitivity or DMIS (1986, 1993). Its “six distinct kinds of experience 
spread across the continuum from ethnocentrism and ethnorelativism” and are crucial in 
the process of becoming intercultural (2004, p. 62). The stages of DMIS on a continuum 
comprise the ethnocentric experiences (p. 63), denial of and defense against cultural 
difference, as well as the minimization and then acceptance of cultural difference 
amongst stakeholders. As the continuum moves toward the ethnorelative end of the 
spectrum, one’s IS progresses toward acceptance of and adaptation to cultural 
differences. Ultimately, this progression may lead to the stakeholder accepting integration 
of cultural difference into their identity.  
LOASS stakeholders may indeed be the exact demographic of which Bennett 
speaks of people who “need to have a ‘critical mass’ of information about another culture 
in order to apprehend the worldview…that is, that they are ‘ready’ to hear the 
information” (p. 69). Both students and their teachers alike must be willing to engage in 
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immersion experiences in unfamiliar cultures as part of the process in developing 
intercultural sensitivity skills (Pieski, 2011). Straffon (2001) is among the first to make 
relevant DMIS connections with a population described as “at the heart of [this] 
research” (p. 13), Third Culture Kids. John and Ruth Hill Useem first labeled TCKs in 
the 1950s. This demographic, they contend, are often thrown into extended foreign 
experiences without adequate preparation to do so. Straffon reminds us that although 
TCKs as a group have been the topic of recent study, their IS levels have not been 
qualified. It is likely that neither their parents, nor their teachers may be adequately 
prepared for such experiences overseas as well. 
Intercultural Competence 
To begin, one must define what intercultural competence is and contextualize this 
definition as a function and necessity to the current study. Some researchers use the term 
intercultural awareness interchangeably with intercultural competence (Crichton, 2006), 
as a theory of action (Friedman & Antal, 2005), and “the ways in which people interpret 
and construct meaning and develop understanding in social interaction” (Haeger, 2007, p. 
55 ). Haeger focuses not only on the DMIS as sole means for determining one’s IS level 
or IComp, but points to two other industry-accepted models of intercultural 
communicative competence as well.  
Haeger’s (2007) model is a slight variation of Byram’s (1997) work, and includes 
five specific elements as a means to “analyze the attitudes, the knowledge, the cultural 
awareness, and the abilities to relate and interact with other cultures of faculty 
participants (Haeger, p. 6). These elements, “attitudes, knowledge, skills of interpreting 
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and relating, skills of discovery and interaction, and critical cultural awareness” are 
central to his alternative view of Bennett (Haeger, p. 9). Badley’s (2000) writings on 
globally competence in teaching include, “the adoption of a transformatory and 
democratic approach to education and the development of what may be termed an 
ethnographic stance to teaching abroad” (p. 244). 
Haeger’s research on intercultural competence explores strategic decisions made 
by transnational faculty as those who instruct students in a country other than where their 
terminal degree is based (Gribble & Ziguras, 2003). Transnational faculties are those who 
assign instructional activities to learners in a separate country (Hsiao & Yang, 2004), and 
“in which program information, materials, and/or staff must cross national borders” 
(Hutton, 2000, p. 4). In each scenario, approaching their students during instructional 
time while simultaneously dealing in context with intercultural skills development is key. 
Haeger’s work introduces readers to numerous relative and operational definitions to 
ponder as precursory to understanding the components of intercultural collaboration. 
These definitions serve as a model for the deconstruction of the current study’s 
investigation of such activities.     
Haeger also contextualizes participants’ understandings of terms surveyed 
through previous writings. Topics such as culture (Peoples & Bailey, 2000; Yamauchi, 
1998), globalization (Badley, 2000; Hutchings, et al., 2002), awareness (Crichton, 2006), 
and intercultural sensitivity (Bhawuk & Brislin, 1992) are addressed in ways that may 
connect with other educators living and teaching outside of the United States for whom 
the opportunity to interculturally collaborate may present itself. Occasionally, none of 
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these models rendered the results expected by researchers. Tinkham (2011) found one 
such case involving Finnish students in a DMIS-grounded study (Koskinen & 
Tossavainen, 2004) in which the researchers found “the program failed to prepare 
students for the cultural differences they would face and helped them integrate their 
experiences upon re-entry” (p. 118). Such is common in DMIS driven studies which 
seem adequate in identifying participant skills as they develop in a second or third 
culture, but fail in addressing the needs of repatriated individuals after the intercultural 
experience is completed. 
In the Proceedings of Intercultural Competence Conference, Garrett-Rucks 
(2012), asserts Bennett’s DMIS is not a universal construct for addressing intercultural 
sensitivity, nor is it the only method by which intercultural competence can be developed. 
Garrett-Rucks identifies discrepancies in the ways learners’ development of intercultural 
competence is measured. In the same manner, Byram (1997) addresses certain attributes 
of people who are interculturally competent as those able to “interact and mediate in 
intercultural exchanges in accordance with explicit criteria, negotiating where necessary a 
degree of acceptance of those exchanges by drawing upon one’s knowledge, skill and 
attitudes.” (p. 64).  
Behrnd and Porzelt (2012) believe it may be true that “by living abroad, many 
meta-disciplinary qualifications…also play a role for intercultural competence to develop 
in order to assess the intercultural competence of…students with and without experiences 
abroad. It is important to know what exactly to measure” (p. 214). Euler and Rami (2006) 
counter these statements of a wait-and-see approach as an unnecessary delay, in that 
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when students simply stay abroad for study or field experience, intercultural competence 
will surely increase. Gertsen and Soderberg (2011) describe other widely accepted 
contemporary models of intercultural competence. The former incorporates the 
professional, strategic, individual and social aspects of characters acting as interaction 
partners. The latter reflects on aspects of stakeholders and their cognitive and affective 
characteristics. 
In Making Sense of Intercultural Collaboration, Bird and Osland (2006) draw on 
thoughts from Mayer, Davis, and Schoorman (1995) that equate competence with 
benevolence and integrity as being fundamental in the establishment of trust between 
stakeholders. Bird and Osland understand “the need to establish trust in order to develop 
a stable relationship is universal” (p. 116). When the Council of Europe proclaimed 2008 
as the European Year for Cross-cultural Dialogue, it was recognized that developing 
such competencies helped to promote a citizenry respectful of culture and common 
European values. As such, occasions to form such competencies arise through vocations 
like teaching to address, understand and overcome standard and long-held positions on 
ethnocentric issues such as racism and inequality.  
In a similar manner, studies like Hartford’s Collaborative Acculturation – The 
Role of Community in the Process of Becoming Intercultural (2010) echo Brustein’s 
(2009) belief that whether in communities of Faith or education:  
The skills that form the foundation of global competence include the ability to 
work effectively in international settings; awareness of and adaptability to diverse 
cultures, perceptions and approaches; familiarity with the major currents of global 
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change and the issues they raise; and the capacity for effective communication 
across cultural and linguistic boundaries. (p. 1).  
Being interculturally competent as a functional skill in “another culture is no 
longer a need limited to a few professions or those whose personality types and natural 
capacities [can] adjust easily” (Hartford, 2010, p. 8). Rather, it is incumbent upon those 
who are deliberate and purposeful in their attempts to understand others to accomplish 
and develop such competencies. Interculturally competent individuals develop, lead, and 
participate in activities where they can adjust, grow and evolve their thinking and 
responsiveness in collaborative ways beneficial to participants that would not be possible 
if one were to remain exclusively within his or her own comfort zone. 
Intercultural Communication 
Intercultural communication requires participants in all roles to craft their ability 
to interpret not only written language, but also gestures and other forms of nonverbal 
communication. Doing so may differ greatly in both meaning and intent from what one is 
accustomed in their own indigenous culture. Perhaps no single individual has built upon 
Bennett’s model or has made the process of developing intercultural competence through 
sensitivity training into more of a business than Hammer’s Intercultural Development 
Inventory or IDI (1999) and through a website which “specializes in the assessment and 
development of intercultural competence based on the Intercultural Development 
Inventory” (“IDI Site Map”, 2014).  
Cortes (1983) suggests interculturally sensitive and competent teachers seize 
opportunities presented in and out of the classroom for personal growth. In those same 
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moments educators can convey to students the necessity of “intercultural communication 
as body language, gestures, personal space, conversational distance, and social customs” 
(p. 570). Stephan and Stephan (2013) concur with Cortes’s posture on intercultural 
communication as “processes such as effective listening skills, openness to others’ views, 
displaying culturally appropriate non-verbal behaviors, communicating understanding, or 
responding effectively to intercultural misunderstandings could be set in motion” (p. 
280). More specifically, “these results have implications for the design of 
future…intercultural programs” (p. 284). The authors also draw upon findings of a prior 
study by Baxter (2011) on how individuals can begin understandings of themselves and 
others socially through the communicative process and examines the crucial role that 
socially ordering the world jointly can help people connect to each other across cultures. 
Asante (1979) provides detailed overviews, processes and effects, contexts, and 
contemporary research issues of interest to academics on the subject of intercultural 
communication with special emphasis on how effective communication (or the lack 
thereof) matters greatly in the fields of education, business, politics and elsewhere 
indeed.  
Studies by Tinkham (2011) and Paige, Jacobs-Cassuto, Yershova and DeJaeghere, 
(2003) contribute alternate ways of thinking about intercultural contact as having the 
potential for miscommunication as well. Such miscommunication interculturally was 
never more likely than immediately after the end of World War II when Germany and 
“Japan re-opened to the outside world” (Kawakami, 2009, p. 138). As ours is now a 
globalized world in nearly every facet of life, Tinkham’s research draws upon findings of 
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Kim (2005) that emphasize the prevalence of opportunities for miscommunication to 
occur in both verbal and non-verbal ways. This global dimension is increasingly complex 
and addresses communication issues contextually including those of “citizenship, conflict 
resolution, diversity, human rights and values and perceptions” (Rhea, 2013, p. 83) 
amongst others. Smith and Bond (1998) ask another important question. “How can a 
native speaker of English communicate effectively to a non-native speaker of English?” 
(p. 2) and concurs with Tinkham (2011) who asserts that communication is culturally 
contextual. Intercultural interactions may be “further complicated by barriers in 
communication; even with the best of intentions, these interactions can be exhausting 
because of the emphasis on trying to communicate effectively” (p. 51). Greenholtz (2005) 
believes the importance of learning where one is on an intercultural communicative 
continuum” and that “the concepts that comprise the IDI (and by extension the DMIS) are 
transferable across languages and cultures” (p. 73). Understanding the benefits of 
developing one’s own communicative skill set would be especially applicable if such an 
instrument were to be considered for use amongst stakeholders working overseas in the 
LOASS. 
Guilherme, Glaser and Mendez-Garcia’s “primary focus is on the analysis of 
intercultural relationships, whether in textual form or in people’s experience…and the 
development of intercultural communicative competence” (2010, p. xv). Such an analysis 
of intercultural experience in the workplace remains true of aspirations to “inform 
learning and teaching” (p. 2). Guilherme, Glaser and Mendez-Garcia’s series brought 
together writings from a virtual Who’s Who list of international practitioners on 
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intercultural issues of communication and education. Their research brought forth Ideas 
and Models in Perspective, and provided much needed context for conflict management 
and competence. Interculturally situated workers must have provided to them, 
occupational standards for theory and assessment, and training, which in turn enable them 
to actually practice ‘Good Citizenship’. Stakeholders must be reminded of their 
responsibility in maintaining the highest ethical standards in their interactions, as they are 
encouraged to express and interpret meaning within multi- and intercultural teams. 
Perceiving verbal and nonverbal interactions in dissimilar populations, action research in 
ethnography as well as working in teams and subsequent managerial representations, they 
write, are vital. Finally, their use of what amounts to a narrative history in the stories of 
activities forged in the real world provides precedent for the context of this study. 
Defining one’s workplace as a microcosm of intercultural relations is an encapsulation of 
this particular research and encourages both managers and workers to reflect on their 
intercultural experiences. Such self-reflection empowers stakeholders to focus on 
pertinent skills that help their workers become marketable and upwardly mobile 
individuals in the 21st century. 
Using a common sense approach to intercultural relations, Guilherme and co-
authors (2010) provide insight into cultural competence, ethical responsibility, and 
intercultural relations in a real world setting. If one has an interest in all things 
interculturally collaborative, and adequately understands the working parameters, 
language demands, and potential impact such events have on local, national, and 
international populations, it is quite instructive and efficient as a pretext for deeper, richer 
35 	  
	  
research. Educators living and teaching abroad should consciously attempt to assist 
students in understanding how to communicate interculturally, whether in the context of 
domestic education or abroad. 
Collaborative Learning Theory in Education 
 Throughout the previous and current century, the study of collaborative learning 
theory has evolved from “how individuals function in a group” toward an understanding 
of how the group itself functions (Dillenbourg, Baker, Blaye, & O'Malley, 1996, p. 1). 
The authors speak to how collaborative activities are socially constructed and “properties 
of the interaction” between members of the group itself. Taken from an approach first 
developed by Lev Vygotsky, (1962, 1978) CLT is an approach conceived as one which 
focuses on the cause and effect nature of social interaction among individual members of 
a group and the larger group unit itself. Vygotsky (1978) developed his theories into what 
he defined as the Zone of Proximal Development (ZPD) or “the distance between the 
actual developmental level as determined by independent problem solving and the level 
of potential development as determined through problem solving under adult guidance or 
in collaboration with more capable peers” (p. 86). The same may also be true of one’s 
intercultural development where those functions “have not yet matured but are in the 
process of maturation” (Vygotsky, 1978, p. 33). As one engages in more interculturally 
collaborative activities, they become increasingly functional not only interdependent 
upon the group body, but independently as well. 
 By way of contrast, Bunce (2011) notes “problems with trying to draw 
educational implications” (p. 3) from Vygotsky’s ZPD theory. Bunce points out that 
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Vygotsky never wrote of the specific forms of interaction necessary for development of a 
specific learner’s ZPD. Vygotsky also did not designate such collaborations as 
constructivist in nature for learners, thereby allowing teacher agenda to enter. Doing so 
may orient students toward an already set, desired outcome. Others approach CLT as a 
catalyst for increasing interest amongst participants, and “promotes critical thinking” 
(Gokhale, 1995, p. 1). Totten, Sills, Digby, and Russ (1991) found that in collaborative 
learning scenarios, learners of all ages understand content more deeply and retain more 
than those who work alone, which provides opportunity for greater internalization and 
leads ultimately to critical thinking skills in students. McKinley (1983) lists components 
basic to the development of effective collaborative learning groups through training 
programs: (1) knowledgeable trainer, (2) participant commitment, (3) open 
communication, and (4) appropriate normative controls. 
Ultimately in a spirit of cooperation, ICs integrate tasks that require stakeholders 
to plan events and acquire skills together as a group, rather than as individual members. 
Teachers for whom Vygotskian, collaborative-oriented pedagogy is central to their 
methodology have as a challenge to design ongoing lessons and group interactions within 
the appropriate ZPD “where students are challenged to move from what they know into 
the realm of what they don't quite know” (Goodsell, Maher, & Tinto, 1992, p. 53). 
McKinley (1983) lists  necessary steps in the development of effective collaborative 
learning groups through training programs. First, one must become a competent and 
knowledgeable trainer. Participants must then develop a commitment to the collaboration 
itself. Once open communication and normative controls are established, CLT as 
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envisioned by Vygotsky can be re-imagined within contexts of the 21st century 
classroom as well. Morgan (2011) asserts social interactions facilitated by all methods of 
technology support and instruction provides the opportunities by which participants in 
collaborative activities learn from one another. This process allows learners to refine, 
process, apply and internalize their skills and knowledge in new situations. 
 The roots of collaboration in education run deeply from early American education 
advocate and constructivist John Dewey (1914) to Vygotsky who “advocated the creation 
of active learning contexts where students could successively reconstruct their 
understanding of the world” (Goodsell, 1992, et al., p. 51). Ultimately it is this global 
understanding of others with whom students and their teachers may collaborate in 
intercultural ways that CLT plays out throughout this dissertation. Collaboration in 
education provides the most effective teaching possible for the greatest number of 
students. Ultimately, according to Russell (2002), collaborative successes are based on 
shared goals, vision, and a climate of trust, respect, comprehensive planning and shared 
risks. Russell also noted that teachers bring to such partnerships knowledge of both the 
context and content of projects in which students can participate and feel successful. 
Donham (1999) discusses collaboration in the context of library media, and 
suggests that when teachers and specialists work together, they identify what students 
need to know about accessing, evaluating, interpreting and applying information. 
Instructors must carefully plan how and where these skills will be taught and how they 
relate to the content area learned once they have collaborated. Furthermore, it is when 
“they co-teach that students learn the skills at a time when they need them” and it is 
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“when they assess the students’ progress as they work with information as well as the end 
product that they have truly collaborated” (p. 21). An important part of collaborative 
learning is its key players. According to Da Costa (1995) collaboration can only be 
successful in education if there are supportive mentors and teachers who mediate the 
process. 
 A greater sense of accountability is experienced through collaboration in that 
there is increased understanding of material when the exposure comes through diverse 
opinions and distinct teaching and communication styles. Accordingly, students develop 
a sense of importance when they experience high-level commitment to innovative 
instruction. What Russell (2002) characterizes as renewal creates greater student success. 
Educators engaging in collaboration will provide students with an atmosphere of novelty, 
creativity, diversity of thinking, and learning within a context of inquiry. Problem solving 
then becomes pedagogically linked with making connections to what students know as 
opposed to what they should know. Perhaps in this way, the process of knowledge 
building can best be achieved through collaboration.  
Intercultural Collaboration in Education 
Alpern (1943) believed approaches to intercultural education would be most 
effective when students develop convictions and feelings that are basic and similar in all 
peoples: 
Human beings are moved by the same fundamental forces, the same needs, wants, 
and aspirations; that all societies have many resemblances; that life everywhere is 
marked by an overwhelming sameness of triviality in daily living, and only 
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moments of unselfish idealism illuminate the drab monotony of human existence 
in all climes. Greater emphasis, then, should be placed upon similarities than upon 
differences. Stressing likenesses will decrease the instinctive fear of the unknown 
and its worst product – hatred. (p. 364)  
By inference, Alpern articulates that both curricular and extracurricular programs 
can “provide an excellent opportunity for children to learn to respect differences and to 
work together” and “[in] the entire educational program of improving intercultural 
relations, the teacher’s role is of paramount importance” (p. 366). As much as is possible, 
teachers must be “free from prejudice…possess instincts that are thoroughly democratic, 
and must have such a personality as will lead students to feel that he is a person of 
integrity and ideals.” 
 This is not always easy. Many teachers need customized, targeted education in 
intercultural relations, since they too are the products of an educational process that did 
not embrace plurality, difference, or interculturalism (Coulby & Zambeta, 2008). “Study 
groups, lectures, film shows, etc., for the reorientation of teachers’ cultural provincialism 
must precede any effective collaboration in intercultural education of children” (Sousa, 
2011, p. 367). While Sousa recognizes the necessity and importance of this reorientation, 
tertiary institutions that offer degrees in teaching have not adequately written intercultural 
relations into their curricula. Rizvi and Walsh (1998) addressed this in the late 1990s in 
Australian universities given their multicultural population and number of international 
students registered in their education system. This intercultural education push was also 
witnessed throughout the 1980s in Latin America. In this region, the term intercultural 
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education has been increasingly used to describe and label “educational projects for the 
indigenous peoples [as the] focus has moved to an examination of the intercultural 
relations within these societies” (Aikman, 1997, p. 265). 
Now, the discussion moves from what intercultural education is to how it has 
manifested itself. Initially, as early as 1918, the underlying premises of multicultural 
education based its beliefs on the “dominant national culture (being) the proper one and 
that cultures represented by immigrants were not beneficial to their life in a new country 
or to the country itself” (Hill, 2007, p. 247). The underlying premise was to “assimilate, 
remediate, and align immigrants with the mainstream culture and suppress their own” (p. 
247). Hill attempts to define intercultural education and multicultural education 
synonymously “with reference to its historical development and current uses of the term”. 
Hill believes that “intercultural understanding is a common objective of multicultural and 
intercultural education and should serve to bring together scholars and practitioners in 
both fields whereas the literature and practice shows them, by and large, operating 
independently with little reference, one to the other” (p. 245).  
Those independent operations address the needs of stakeholders who are most 
important to the discussion, students. In school settings, students and teachers play the 
crucial role of engaging in activities that define intercultural collaboration in areas such 
as music education. Even school administrations have long played a role in either 
supporting or “hardly consider them (intercultural relations) an integrating principle of 
curricular theory and practice” (Brameld & Fish, 1946, p. 27). Despite this lack of 
consistent support, designing and executing appropriate and innovative ideas for 
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intercultural education must continue at all levels of the education system globally 
(Marginson & Sawir, 2011).  
The nature of stakeholders within LOASS and many tertiary institutions 
worldwide demand a nuanced approach to such programs. Students in particular, 
represent a new breed of participants in the praxis of intercultural education. Previous 
research labels use the terminology third culture kids (Pollock & Van Reken, 2009) as a 
starting point in describing those children who are born in one country, often of 
interracial parentage (e.g., the United States and Korea), learn in another culture (e.g., 
Germany), while living in a country other than their birth country (e.g., Japan) and are 
immersed in its culture. Other researchers claim semantics such as this play an 
exaggerated role in the discussion (Lee, 2008). Lee’s ethnographic study focuses on 
students attending international schools in the 21st century, and would prefer the term 
cross-cultural kids (CCK) to Pollock and Van Reken’s TCK label. Additionally, one 
could make an equally compelling case for the common use of intercultural kids as well. 
Researchers should place their focus on context rather than semantics and draw on 
processes of teaching and learning in an intercultural setting. This emphasis on process 
and context may enable stakeholders to advocate more proactively for ways in which 
CCK is “useful in prompting educators, parents, colleges, and organizations to be more 
proactive in helping CCK validate their hidden diversity” (Lee, 2008, ii) while drawing 
upon Kolb’s definition of learning (1984) as an experiential model of “knowledge created 
through the transformation of experience” (p. 38). These are real issues experienced by 
the LOASS students and their teachers that are seldom discussed. Students in the LOASS 
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claim neither America nor their host nation as home, rather they are truly occupants of an 
intercultural community, both independent of and interdependent upon their peers for 
assurances that home is simply where one’s current duty-station is located. 
An early scholarly article of Van Til and Denemark (1950) recognized the 
“necessity of developing a theoretical, conceptual framework regarding the nature of 
prejudice” (p. 274) first before intercultural education ideals can truly come to fruition. 
The authors explain “Five major approaches to developing democratic human relations” 
as studied in their research (p. 277). Championing the (1) creation of democratic 
atmosphere within schools; (2) encouragement toward broadening intergroup contacts 
through cooperation; (3) opportunities for enhanced emotional sensitization to other 
intercultural groups; (4) promoting situations in which individuals may be exposed to the 
inconsistency and invalidity of some of their existing attitudes; and (5) strengthening the 
social aspects of democratic behavior are themes just as relevant in the American 
education system of 2015 as they were in 1950. This and other texts (Sevier, 2009; 
Teman, 2013) cite pioneer movements including the BIE, Intergroup Education in 
Cooperating Schools (IECS), and early anti-defamation societies as integral to bringing 
the subject of interculturalism in education to the forefront.  
Each of the aforementioned approaches has application to this study. In context, 
the LOASS system has attempted more or less for the last 69 years to fulfill its vision of a 
democratic atmosphere through attributes such as cultural sensitization and cooperation. 
Social integration amongst expatriate communities and their host nations promotes 
exposure of participants to dissimilar cultural perspectives, and seem to be a logical 
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match. While these goals continue to be admirable and certainly worthwhile, they have 
not always been as warmly embraced by either host nation or LOASS stakeholders as had 
been originally hoped. By including vast amounts of qualitative data gleaned from the 
teachers, students and host nation partners, I attempted to identify America’s only 
congressionally funded, overseas school system as the exemplar for future studies 
addressing similar topics. Whether this lack of fulfillment is a good or bad thing is indeed 
at the heart of what this investigation hopes to uncover. 
Intercultural Music Education as a Community 
The United Nations Educational, Scientific, and Cultural Organization 
(UNESCO) was established in 1946, the same year as the LOASS. Historically, 1946 was 
a benchmark year for UNESCO, encapsulating a post-war climate in which educators 
foresaw it as “intriguing to observe the creative and resourceful ways in which American 
music teachers will meet the challenges that lie ahead as they reflect upon the experiences 
of past generations” (Beegle, 2004, p. 66-7). Since the organization’s inception, 
UNESCO has committed itself to (among other things) preserving the world’s musical 
heritage. Its collection of Traditional Music of the World (published from 1961-2003) 
includes over 100 archival audio recordings of the world’s traditional music, with most 
having been recorded in the field and within the music’s original context. Since 2009, 
UNESCO has partnered with the American Smithsonian Institution to make this music 
(of over 70 nations on every continent) available to the general public. Cultural and 
musical preservationist efforts by organizations of this caliber are necessary to globally 
reconnect humans to one another during this time of great political and cultural upheaval.  
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McCarthy (2004) writes of another extremely active, groundbreaking organization 
in music education whose influence has been felt on a global level. The International 
Society for Music Education (ISME), founded in 1953, championed music education at a 
time when: 
The intercultural education movement gained a deeper hold in educational 
systems, grounded in the belief that young people can be educated in a way that 
prepares them to live in harmony with people who are different in their ethnic, 
religious, or cultural backgrounds. (p. 116)  
Concurrently, the already long-established organization Music Educators National 
Conference, MENC (now the National Association for Music Education or NAfME) 
along with diplomats, politicians, and educators alike dedicated themselves to 
“internationalism and to fostering intercultural understanding through music” (O’Farrell 
& Meban, 2003, p. 52) and intercultural education as a medium for peace (Davenport, 
2003). ISME and MENC were amongst the first professional associations to insist that 
music should continue, “to be viewed as a school subject… inherently suited to achieving 
such a goal” (p. 116).  
Publications describing qualitative case studies in LOASS host nation countries 
do exist, but do not address LOASS schools in particular. Instances in Austria, Germany, 
Italy, Portugal (Cykler, 1971), Spain, and the United Kingdom (Burnard, Dillon, Rusinek 
& Saether, 2008) focus on pupil relations in and outside the classroom, and ways in 
which school and musical communities connect with one another. The aforementioned 
tenets of creativity and resourcefulness represent important aspects of this dissertation in 
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a manner consistent with narrative inquiry and tell the story of how such activities came 
to be.  
Griffith (2007) writes of Canadian research involving intercultural performance 
models and the “complicated context within which Canadian intercultural performance is 
created” (p. 33) “…in part to counter the marginalization of diversity within the larger 
nationalist frame (p. 35). Sousa (2011) examined the implementation of an intercultural 
musical program in three Portuguese elementary/preparatory schools. The program 
addressed not only art education as a priority in education, but also “intercultural 
education as a response to a growing cultural diversity” (p. 38). Music too, is revered “as 
an harnessing methodology for intercultural communication [included in] Arts Programs” 
as “globalising impulses for human development and the preservation of cultural 
heritage” (p. 38). Sousa also saw that in many countries around the world, “musical 
intercultural education is taken up with great importance and governmental entities [and] 
are preoccupied with this type of education in their schools and communities” (p. 40). 
Intercultural music education within the LOASS in not amongst examples in the 
field of music education frequently referred to in the research as what Jorgensen (1995) 
terms a community framed in terms of place (p. 72), and as an institution. In a literal 
sense, psychologically and socially, intercultural music education can provide a “sense of 
boundedness” (p. 73). Maintaining focus on the original community also “provides a 
sense of rootedness, interconnectedness with others”, and “an attachment to the 
community that is emotionally and cognitively… experienced” (p. 74). Jorgensen also 
defines the music education community in a sense of occupying a historical place in time. 
46 	  
	  
Providing a sense of dynamism, the “community impacts on, and is impacted by, the 
progress of historical events [that] exists within a context that changes over time” (p. 75). 
Although transient in nature, each stakeholder within the LOASS clings strongly to 
locations in which its community events (performances, rehearsals, and concert 
attendance) have, and continue to occur.  
Key to Jorgensen’s (1995) article is the view of “community as process” (p. 76). 
Rather than one of product, music educators free themselves from the fear of and 
obsessions with perfection if they adopt the realization that community development 
often comes as a result of process and experience of community through music. 
Concurrently, they cease to worry about the certainty of change inevitably occurring as 
communities develop. According to Jorgensen (1995) the type of community of which 
we are speaking is a model for community as an end to a means, “united in pursuit of an 
objective…one sufficiently compelling to unite people of differing attitudes, dispositions, 
outlooks, ages, cultural, ethnic, and linguistic backgrounds, among other things” (p. 78). 
Scholars write of intercultural collaborations and music education communities in 
other ways as well. Koopman (2007) writes of “three central characteristics” identifiable 
with community in music education: “collaborative music-making, community 
development and personal growth” (Koopman, p. 153). Framed within a postmodern and 
somewhat constructivist worldview, Koopman shares the outlook that traditional colonial 
models of pedagogical superiority and centrality of thought may have to be abandoned in 
the 21st century in order to appreciate the “approaches of so many other rich traditions” 
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(p. 152) of countries in which the LOASS, and their stakeholders reside around the 
world.  
Performance Ensembles 
I will now discuss an example of research on intercultural collaboration 
specifically through performance ensembles: Specifically, the broader issue of 
intercultural music transmission as “teaching and learning of a foreign tradition” (Hebert, 
2001, p. 214). Inclusion of Hebert’s research on the Tokyo Kosei Wind Orchestra in this 
study is important, as the ensemble resides in one of the key countries in which the 
LOASS operates, Japan. Hebert points to wind orchestra music as having been 
transplanted into Japanese culture from America within this case study. Hebert illustrates 
what effect non-indigenous ensemble music has on a culture and what is intercultural 
about such enculturation into a musical society through a series of American bandmasters 
at the podium. Conductor Frederick Fennell in particular is mentioned in the article and 
described as “a legendary figure in the music world” of symphonic band music (p. 216). 
Herein lie connections with this dissertation, in that a small number of conductors and 
musicians have attempted to help define intercultural experiences through activities in 
music education within the same countries the LOASS operates. Gilgun (2010) points to 
case studies as powerful examples in which qualitative researchers can demonstrate their 
involvement in interculturally collaborative activities. 
O’Flynn (2005) examines ideas of musicality in intercultural contexts both locally 
and nationally from ethnomusicological perspectives. Studies like this address the many 
diverse musical heritages being studied within professional, community and school 
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settings. While such concepts of culture may currently be explored in places around the 
world, they may “fall short of providing an intercultural model for teachers and schools” 
(p. 191). As a result, O’Flynn found it necessary to define musicality in intercultural 
contexts of music education “because, quite often, musical diversity at local and national 
levels tends to be bypassed by pluralist conceptions of world music” (p. 194). Campbell 
(2004) advocates for an approach that would recognize both cross-culturally specific 
facets to music teaching and learning. Nations and cultures have been brought closer 
together, “making teachers feel obliged to globalize the curriculum” which emphasizes 
the “interrelationships among nations rather than peoples within one nation” (p. 28). Both 
are tireless advocates for the “diversity of domestic musical practices in various parts of 
the globe” (O’Flynn, p. 194) despite the lack of ensemble-specific research.  
To promote intercultural music education, we need to be aware of existing 
musical practices within those cultures we hope to engage. Monson (1996) uses 
intermusicality to describe activities and genres such jazz from which “musicians may 
choose to incorporate into their playing and compositional style elements from any of the 
musical traditions with which they are familiar” (p. 126). The most notable effect of 
O’Flynn’s work is how it advances the interpretative approach to cultural and educational 
policy, which “allows for the development of intercultural conceptions of musicality in 
national curricula and other institutional settings” (p. 199). On this fact alone, I felt 
empowered to advocate for the cause and traditions of intercultural music education.  
Others too, have written of music education within similar contexts in which 
“music educators were encouraged to network beyond Europe[an] and North America[n] 
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models to establish worldwide connections” (Beegle, 2004, p. 65). Music educators 
outside American settings are charged with engaging learners and encouraging them to 
network with a global awareness and mindset. Music education within the LOASS 
however, remains a standards-based, outcome-based curriculum designed to give their 
students an American-style education. As a result, a large disconnect often exists between 
what the music students create at school and those in which they participate or experience 
outside the school day. 
In many ways, increased advocacy for intercultural collaborations through the 
music education system enacted by LOASS is a type of broadening of the term 
community music (CM) to include a more global stage. Leglar and Smith (2010) trace 
CM in the United States to the 1960s at a time where “the nation seemed to be headed 
towards a truly egalitarian society” (pp. 343-44), until distinctions of otherness (and those 
who championed the cause for such categories) found themselves increasingly irrelevant. 
Of greatest interest is Leglar and Smith’s categorizations of community music into 
performance organizations, ensembles and those concerned with ethnic preservation. 
Admittedly, the thought of community existing within the intercultural collaboration 
model seems antithetical to the very thought of ethnic preservation. Rather than 
assimilating as a means of contrived homogeneity, IC has at its core the aim of 
celebrating the newness of community amongst those citizens globally connected by 
proximity. I found in the research literature only limited exemplars for those willing to 
develop music partnerships as a core component of their ensembles. Oftentimes, 
stakeholders have not previously thought of engagement for a variety of reasons: denied 
50 	  
	  
access, lack of funding or even governmental red tape. America’s commitment to engage 
in intercultural community development must be considered within the context of a 
LOASS structure, if only for its novelty and necessity. 
The Cultural Experiences of LOASS Stakeholders 
At this point, I will examine the research literature as detailing the cultural 
experiences of stakeholders operating within the LOASS communities. Twelve 
dissertations encompass the extant literature on the Large Overseas American School 
System (LOASS). Four of those volumes (Brown, 1981; Cardinale, 1965; Delaney, 1982; 
Olson, 1972) address the system’s formation, governance, leadership and expansion 
overseas to its current breadth. Three (Alvah, 2000; O’Shea, 1984; Wagner, 1986) focus 
qualitatively on the attitudes of military families toward relocation, interpersonal 
relations, and department of defense dependents schools (O’Shea, 1984). One addresses 
assessment of LOASS’s students’ perceptions toward peoples of other cultures (Wagner, 
1986). Another reveals the historical role expatriates played as unofficial ambassadors 
(Alvah, 2000) during the first 20 years of the Cold War, from 1945-1965. Two others 
address the breadth and depth of LOASS Host Nation programs3 specifically in Germany 
(Gutwerk, 2013; Kroon, 1985). Only one addresses any issue related to music education 
within the system, as Carlson (1983) examined the effect of movement on attitudes of 
fifth grade students toward their music classes. 
Brown’s dissertation (1981) places greater emphasis on the specific timeframe of 
1946-1978. Brown also details military precedent for establishment of dependents 
                                                
3 Please note, here, the use of Host Nation capitalized is consistent with Gutwerk 
as an actual curricular program offered to primary grades within the LOASS. 
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education traced to the early 19th century and establishes precedent for congressional 
authority of the post-war system in the mid-20th century. Extensive enrollment data, 
hiring practices of administrators for the system’s first educators and opening of the first 
schools in Europe (Heidelberg) and the Pacific (Okinawa) are presented as well. More 
technical in nature, Brown produces the first such study in dissertation form with the 
ability to reconstruct the massive undertaking that was the establishment of the LOASS 
overseas. 
I also discovered three monographs in the form of yearbooks that chronicle the 
early power-struggles amongst branches of the American Armed-Forces for oversight of 
defense schools (United States Army Europe, 1958), the transition of that military 
oversight to a more decentralized one with particular focus on Europe (Olson, 1972), and 
a montage of photos and narrative accounts with respect to the people and schools of 
Asia (LOASS-Pacific, 1986). What became apparent is the integral role intercultural 
experiences were to play in the lives of its expatriate community members, and yet, how 
much remains to be standardized in facilitating such interactions since the LOASS’s 
inception in 1946.  
The first monograph focuses on persistent problems endemic to the initial 
development of schools in Okinawa, Japan. Its emphases are twofold: first, the fluid, 
ethnic composition of the students, and secondly, the congressional mandates and actions 
as having clearly influenced the decisions made by administrative officials of the 
dependents schools they attended. In addition, staffing, facility concerns, accountability 
to Congress, and attempts to link curricular direction closely with stateside trends are 
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treated with far more importance and perceived urgency than the people, host nations, 
and events in which they participated. I find it very interesting that, although LOASS 
stakeholders are essentially immigrants to the host nation in which they live and serve, 
the cultural education that occurs is transplanted American culture abroad, rather than to 
supplement the offerings of the new culture in which the schools resided. Furthermore, 
the literature does not support the contention that the LOASS ever intended to facilitate 
cultural exchanges or intercultural collaborations of any other sort.  
O’Shea (1984) sought to offer a glimpse into the lived experience of the 
community. In this study, attitudes toward relocation, interpersonal relations, their 
children’s happiness and sense of contentment were investigated after relocation to 
schools in Okinawa, Japan. Questionnaires were sent to a large, random sample of 600 
military parents “on a stratified basis to constitute the sample. The unit of analysis was 
the family” (p. 56). After ten questionnaires were return because military address issues, 
the remaining possible respondents numbered 590. Ultimately, the response rate reflected 
the 326 questionnaires that were received. It is important to note that no mention was 
made of specific school programs that assisted in the transitions of children into their 
schools. According to O’Shea, quick involvement of children into the culture of their 
schools through programs like music is the key to their sense of well being in a new 
country. Intercultural sensitivity is the key to understanding amongst expatriates and their 
host nations (Wagner, 1986). It is this interest in students’ perceptions toward other 
nations that determines to a large degree, a preference of where and within what culture 
the LOASS stakeholders might want to live. 
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Military families often play substantial roles as unofficial ambassadors while 
living and serving overseas (Alvah, 2000). Alvah provided numerous accounts of expats 
and military families assuming this role through examination of letters, journal entries 
and other published accounts at the Overseas American Schools Historical Society 
(OASHS) in Wichita, Kansas. These artifacts revealed stories of how simple ordinary 
military personnel and their dependents willingly or not, held the responsibility for 
serving in support of their mission overseas in ways that favorably represented the United 
States of America. To this day, LOASS stakeholders proudly wear the label of unofficial 
ambassadors as either a badge of honor, or in some instances wish away the label as a 
beast of burden. Few articles, either peer- or non-peer reviewed, were discovered 
regarding teaching experiences of music educators abroad in the LOASS within the last 
three decades. Shambaugh (1983) addresses briefly a case of becoming a LOASS music 
teacher in West Germany, while Williams (1987) deals almost exclusively with statistics, 
populations of schools and employment perks, rather than address specifics of music 
education to the LOASS except for stating, “It is the responsibility of music educators to 
provide students with a knowledge of different cultures through songs, games, dances, 
and instruments” (p. 52).  
Langer (1966) shares the cultural importance of the Arts on “the advance of 
culture as its stabilization; an influence on individual lives (p. 12). This precedent, having 
been established at the end of the 20th century, must now be embraced and integrated into 
this study of music education’s role as a muse of diplomacy as well (Gienow-Hecht, 
2011). Perhaps, music education played a larger role than has been previously 
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documented. Looking toward the future, LOASS music participants are ideally positioned 
to accomplish more of what Alvah and others uncovered: Music is one means of bringing 
people of the world together as coequal partners through interculturally collaborative 
activities in music education if they are so inclined. 
 Purpose and Research Questions 
The purpose of this study is to examine the intercultural music education 
collaborations of students and teachers in a large overseas American school system 
(LOASS) through participation in musical activities. The following questions guide the 
study: 
1. What are the ways in which LOASS teachers and their students 
collaborate musically across schools and cultures? 
2. What are teachers’ and students’ perspectives on their collaborative 
music experiences in the context of the LOASS? 
3. What are the barriers that inhibited such collaboration from taking 
place? 
4. What are ways in which these experiences contribute to the lives and 
learning of LOASS students and teachers? 
Summary 
After having surveyed a broad swath of literature regarding definitions and skills 
required for becoming intercultural (developing sensitivity, competence, and 
communication skills), I provided a detailed context for collaborative learning theory as 
the process of group engagement in subsequent, musically intercultural activities. I have 
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drawn several conclusions from the previously limited literature research of all facets of 
intercultural collaboration through activities in music education, and its role within the 
large overseas American school system (LOASS) as a community. In doing so, I have 
uniquely positioned my literature review within the body of research to reflect novel 
ways in which intercultural collaboration is defined, conceived and implemented within 
music education. These findings will be invaluable to future researchers as they pursue 
their own studies on the topic and in turn continue building the body of knowledge from 
which subsequent investigators can draw. 
The musical and cultural experiences of LOASS stakeholders have never been 
detailed. The system itself has been written about only infrequently since 1965 and only 
regarding issues of formation, governance, leadership, and infrastructure. Qualitative 
studies surrounding attitudes, interpersonal relations and the culture of schools 
themselves do not exist. No studies have addressed the terms intercultural or 
collaboration, and none have regarded stakeholders’ perspectives of music education 
within the system as relevant. This dissertation provides more specific examples of 
interaction between U.S. expatriate populations and host nations than was discovered in 
the entire body of literature reviewed, and begins to fill that gap for the first time.  
The Large Overseas American School System (LOASS) of study, while an 
established, congressionally funded educational system of nearly seven decades remains 
essentially in its infancy regarding its practice of intercultural collaboration. My study’s 
literature review does not focus on differences in curriculum, nor is it to highlight 
possible power struggles between participants in any sort of hierarchy. Instead, the 
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literature review was conceived as an active process comprised of previous stand-alone 
components in a journey toward becoming intercultural in its own right.  
Authors of literature reviewed to date have not expressed the ways in which 
LOASS stakeholders may or may not have practiced intercultural collaboration with 
respect to sensitivity. There is also an absence of literature on teachers’ or students’ 
intercultural competence, either formative or summative. It is unclear from the literature 
how LOASS leadership has or has not addressed the intercultural community’s need for 
improved communication skills. Whether or not the LOASS incorporated collaborative 
learning theory for a majority of its 68-year history is not evident in the research. 
Additionally, studies on LOASS music education programs have never been conducted. 
Therefore, a paucity of evidence exists in the literature with regard to any evidence of 
LOASS having successfully collaborated with its host nation neighbors in culturally 
significant ways.  
As a result of this research, I believe that because of a lack of training, 
stakeholders have no context in which they must become interculturally aware or 
interculturally competent (Crichton, 2006). Additionally, my findings suggest that the 
process of becoming intercultural involves an intentional development of one’s 
sensitivity and communication skills in ways that make collaborations within allied host 
nations not only possible, but also successful. I am in agreement with Friedman and Antal 
(2005) that such skill development is both purposeful and requires action. 
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Dissertation Chapters 
The remaining chapters in this dissertation include the following. In chapter two, I 
discuss my method of gathering data to form antenarrative as a story before the story and 
its vital role in the process of forming subsequent narratives (Boje, 2001). I bring the 
results of my research to life in chapters three and four. Comprised of comprehensive 
participant and system demographics, survey results, extensive interviews and archival 
relics, otherwise staid data is triangulated and brought to life, giving voice to the 
narratives that follow. The qualitative results presented are compiled from 80 current, 
former, and retired music teachers and 127 former music students through initial survey 
protocols. Ultimately, the 15 former teachers and 10 former students desiring follow-up 
interviews generated over 150,000 words, which were then coded at numerous nodes and 
presented as emergent themes. These themes shed new light on the successes and barriers 
to intercultural collaboration, as told in narrative form using participants’ own words.  
In summary chapter five, my conclusions answer the study’s guiding questions by 
detailing (A) the ways in which LOASS stakeholders collaborate musically across 
schools and cultures; (B) teacher and student perspectives on their interculturally 
collaborative music experiences, or lack thereof; (C) the nature of and reasons for 
inhibiting barriers; and (D) contributions to their lives as evidenced in the participant’s 
comprehensive narratives. The conclusions section includes identifying those 
stakeholders who play the most crucial role in facilitating ICs; a comprehensive 
description of what comprises those activities; a detailed explanation of becoming 
intercultural as a process; and ultimately a prescription for success to those interested 
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conducting future research on the topic of facilitating ICs on their own. Suggestions for 
future study highlight several other research methodologies on the topic of intercultural 
collaboration, and end the dissertation. It is my hope that this work will serve as an 
encouragement to others for whom these unique musical activities ignite the same 
curiosities and passions.  
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CHAPTER 2: THE RESEARCH PROCESS 
The purpose of this study is to examine the intercultural music education 
collaborations of students and teachers in a large overseas American school system 
(LOASS) through participation in musical activities. The following questions guide the 
study: 
1. What are the ways in which LOASS teachers and their students 
collaborate musically across schools and cultures? 
2. What are teachers’ and students’ perspectives on their collaborative 
music experiences in the context of the LOASS? 
3. What are the barriers that inhibited such collaboration from taking 
place? 
4. What are ways in which these experiences contribute to the lives and 
learning of LOASS students and teachers? 
Research Design 
I utilized a narrative inquiry (NI) methodology to form the antenarrative for 
contextualization of the story before the story (Boje, 2001). I engaged current and former 
music teachers, as well as former music students through use of this methodology to 
facilitate “polyphonic storytelling [of] a complex organization” (Boje, p. 6) through a 
process that establishes “a new relation between narrative and story” (p. 8). Research 
participants depicted the LOASS as a story network “in which stories are the medium of 
exchange” and use antenarrative which “focuses on the ground that moves and not on the 
map and analytic portrayal” of the system itself (p. 10). Furthermore, an “antenarrative 
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analysis is focused on the embedded process of story networking. It is not about 
mapmaking, it is about the living relations” amongst many stakeholders whose stories are 
told (p. 62). 
Situated within an interpretive paradigm that “involves the ability to empathize, to 
recreate the experience of others within oneself” (Bresler, 1992, p. 66), narrative 
inquirers are continuously “attuned to the fact that research is a researcher-subject 
interaction” (p. 68). NI is sometimes revisionist in nature as well, and goes “beyond the 
data and whose writing goes beyond reporting…by re-envisioning material and writing 
fresh, meaningful interpretations” (Pemberton, 1987, p. 213). The histories and stories of 
the institutions and stakeholders involved were examined in order to ascertain answers to 
the research questions. Data were gathered via surveys and interviews of various 
stakeholders and examination of relics and artifacts from research sites. In doing so, I 
contextualized stories from a large educational system within a long continuum of events.  
Throughout the research process, I adopted an experiential stance similar to 
Phillion (2002) toward understanding, and “connected my experiences as researcher to 
the people, places, and [activities] I studied” (p. 151). I felt compelled to write about the 
processes in which ICs did or did not occur. Largely contextual, this narrative inquiry of 
intercultural collaborations was viewed as a “fluid process” shaped by “broader societal 
and global forces” (p. xviii) in a “multidimensional, living landscape, filled with diverse 
people, events, and interactions” (p. 42). Amongst the largely autobiographical issues, 
Phillion “adopts an experiential stance and develops a narrative understanding” (p. xvii) 
akin to established, classic research procedures of Connelly and Clandinin (1990) in 
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which narrative is meant as both a phenomenon and methodology within multi- and 
intercultural contexts. Connelly and Clandinin (1994) insist that narrative inquirers also 
focus on the role of teachers’ and students’ lives in telling stories pertinent to narrative in 
educational research. In a separate study, Clandinin and her team (2006) assert, “School 
stories are described as the ongoing stories composed by teachers, children, families, 
administrators, and others as they live their lives in schools” (p. 52). Such an approach 
involves challenges working alongside these stakeholders in entry to and exit from their 
lives, as participants will remain long after researchers are gone. Often as a consequence, 
researchers must post facto weave narrative nets to capture classrooms’ and their 
experiences (Geelan, 2003). 
Phillion terms this method of doing narrative research as interpretive, narrative 
multiculturalism, views those experiences from within the culture of study itself, and 
implores authors to write about them. Largely contextual, narrative methodologies may 
view multi- and interculturalism as fluid, constantly changing and unique processes 
shaped by novel and ever-expanding contexts unique to particular societies in different 
locations around the globe. Phillion extends to the reader an invitation of sorts to travel to 
and view the multicultural landscape of a study as a multi-dimensional space in which the 
researcher continually reinterprets the inquiry during the journey of discover.  
Kantorski and Stegman (2006) illustrated how the number of qualitative studies in 
music education grew notably between the late 1990s and early 2000s. They found that 
multiculturalism was among the most favored topics of studies that employed these 
methodologies. Perhaps more importantly, the research community has noted that 
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narrative has once again become a valid, academic method of inquiry in music education. 
(Goodson, Biesta, Tedder, & Adair, 2010). A narrative can be understood as a story, 
“well suited to addressing issues of complexity and cultural and human centeredness 
because of its capacity to record and retell those events that have been of most influence 
on us” (Webster & Mertova, 2007, p. 1). Truly, in this way, humans experience the world 
in multidimensional ways. Their contention is that NI provides a “rich framework 
through which [researchers] can investigate the ways humans experience the world 
depicted through their stories” (p. 3). Focusing on critical life events, I have framed this 
dissertation’s methodology in agreement with participant’s focus on their life events as 
crucial to the story, holistic in their view, and of the highest value to narrative 
researchers.  
Barrett and Stauffer (2009) provide clear examples of this methodology. Such an 
approach explores through storied accounts, issues of identity (participants), power 
(governments and agenda), and social justice (with respect to relationships). Theirs is a 
holistic model for practice by utilizing a life history methodology first introduced by 
Dhunpath (2000) and later by Andrews (2010) known as narradigm. LOASS stakeholders 
may find this narradigmatic lens useful in making connections in the way they view 
music education over a long time continuum. In like manner, Barrett and Stauffer’s 
intention to trouble certainty is not used as antagonistically as it appears. Rather, stories 
provide varying accounts and versions of how people engage both socially in rehearsals 
and performances in music education activities as the modus operandi. Also, based upon 
concepts originally examined by Maxine Greene (1995), “We must want our students 
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[and educators] to achieve friendship as each one stirs to wide-awakeness, to imaginative 
action, and to renewed consciousness of possibility” (p. 43). We as researchers are 
prompted to “look beyond the familiar” and “attend to the tensions that underlie the 
surface of experience [through]… alternate accounts” (p. 2). This is a proper posture 
when engaging critically in the process of narrative inquiry. The author’s most pointed 
directive for narrative inquirers is to “live and work alongside research participants in 
order to understand the ways in which individuals (LOASS teachers and their students) 
and communities (host nations and a vast array of intercultural stakeholders) story a life 
and live their stories” (p. 3). I followed this guidance to begin a framing of my research. 
With the aforementioned narradigm lens in mind, I delved into this qualitative, 
narrative-inquiry based research without preconceived notions as to which will prove 
more fruitful in the end, antenarrative alone or in conjunction with the more generally 
accepted narrative inquiry methodology. In situations like this, qualitative and narrative, 
institutional analyses of a particular curriculum (i.e., music education) within a nation’s 
governmentally funded overseas school system may at first seem far too broad a scope. 
Framed within NI methodology, however, I was able to focus on the critical, focal events 
of my choosing. This does not diminish the generalizability of such a study. On the 
contrary, such methods may be optimally paired with such an enormous task. Targeted 
markets of educators’, administrators’, former students’ and their governments’ stories 
can be successfully catalogued post facto as long as key players remain alive. Events 
retold contextually amongst encounters of ICs revealed – as had been hoped – much 
about the power of music, the power of people, and the power of borderless interactions, 
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equally weighted in terms of responsibility, vision and respect in a school system unlike 
any other within the American educational system. 
Others, such as Creswell (2003) advocate knowledge claims through a qualitative, 
narrative research design as “stances for groups and individuals in society that may be 
marginalized or disenfranchised” and may champion claims that “changes…are needed” 
as evidenced in the study itself (p. 10). By way of contrast, Rodrigues (2010) approaches 
narrative inquiry as focusing on ways to analyze and interpret data collection, and add an 
international dimension to the discussion. Including implicitly stated macro- and micro-
perspectives, the text supports a quantitative approach to such data collections and 
concludes with clearly qualitative unveilings through analyses of conversations and 
narrative. 
I followed the narrative methodology in part from an alternative approach to 
inquiry known as antenarrative methods (Boje, 2001). This approach “allows us to look 
at antenarration before the emplotment of story, and to search for pre-understanding 
before the story becomes followable” (Boje, 2001, p. 2). Emplotment in this sense 
regards “the grasping together of characters, plot, scenes, etc.,” (Boje, 2001, p. 112). In 
this way, I as the researcher examined the story behind the story first from survey results, 
in order to properly understand the demographics of participants prior to the main 
narration. Such an approach focuses on “the analysis of stories that are too unconstructed 
and fragmented to be analyzed in traditional approaches.” Boje’s contention is correctly 
positioned, in that often “[T]he fold of organizations inhabit storytelling spaces outside 
plot, not tidy and rationalized narrative spaces” (Boje, p. 1). As an alternative to Boje, 
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Czarniawska (2004) sides more with narrative approaches and their histories and views 
narrative settings such as institutions as “contexts which have a history, within which 
both particular deeds and whole histories of individual actors can be and have to be 
situated in order to be intelligible” (p. 4). 
Contrary to what other authors state as a conception of “the world as a collection 
of subjectively spun stories” (Czarniawska, 2004, p. 5), I contend that narrative inquiry 
is, in certain cases, less subjective than we might be led to believe. As in this case of 
LOASS, many participants in ICs play interdependent roles in the retelling of activities in 
music education through narrative. A researcher must, therefore, post facto reconstruct 
only a broadly netted catch of generalizations that occur when compiling narrative of 
such an extensive network of places and its players. 
I aligned my method of investigation with that detailed by Czarniawska in which I 
was expected to include an examination of two relevant traditions of thought when 
investigating ICs: 
• A hermeneutic (Ricoeur, 1981) tradition in which “first, that meaningful 
action shares the constitutive features of the text; and second, that the 
methodology of the social sciences is similar to the procedures elaborated 
for the interpretation of texts” (p. 23). 
• That of phenomenology akin to U.S. pragmatists, symbolic interactionism 
(Blumer, 1969; Becker, 1986) and ethnomethodology and accountability 
as a central concept in the understanding of (a particular) social action.  
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Andrews’ (2010) commentary is especially forthcoming and somewhat convicting 
to me, as motivation and intention are often held suspect during a research project. 
Researchers may often be viewed as intercultural intruders in situations where they do 
not speak the language or otherwise assimilate into the culture of study. When one’s 
intentions are genuine, and the desire for narrative is truly conceived and implemented 
without an agenda, the stories can be compelling, and convincing. Andrews engages in 
continual self-reflection throughout narradigmatic studies, keenly aware of being viewed 
as a possible “intercultural intruder” and with the “cultural specificities” of the home 
setting, in mind (p. 90). It is vital that each of us contextualize this process to whatever 
the host nation might be. 
Research Lens 
I adopted an interpretive lens through which I conducted research for this 
dissertation: One of qualitative, narrative inquiry including antenarrative (Boje, 2001) to 
tell the storied history of ICs within the LOASS as well as the pre-stories that accompany 
them. Volk (2003) illustrates through writings by Charles Tilly (1990), large-scale 
humanistic approaches which uncover history and place it within a particular context; 
immersion/saturation methodology and use of oral history). Heller and Wilson (1982) 
also strongly advocate narrative inquiry and its subsequent interpretation through 
“gathering and evaluating evidence” (p. 2).  
The SAGE Dictionary of Social Research Methods indicates multiple definitions 
and distinctive features of narrative analysis (Jupp, 2006) including “thematic, structural 
and interactional analyses” (pp. 186-187). Jupp’s approach toward understanding 
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narrative analysis in human sciences requires researchers to “construct text for further 
analysis” via selecting and organizing “documents, compose field notes and/or choose 
sections of interview transcripts for close inspection” (Jupp, p. 186). His clearly defined 
parameter of how to perform interactional analysis as “the dialogic process between teller 
and listener” (p. 187) is vital. The section on evaluation of narrative interviewing by 
Catherine Kohler Riessman reveals the distinctive features of the mining of stories as 
“discursive accomplishment” (p. 190) through participant engagement with the 
interviewer.  
Bresler and Stake (2006) address issues of arts-based inquiry as a an area rife for 
experimentation, while DeVries (1999) advocates use of a autobiographical narrative 
format to assist young researchers in finding their own voices to gain further credibility. 
Simply stated, many scholars believe it is the qualitative researcher’s job to interpret 
discovered data in new, contextualized ways that fit the particular case at hand. Others 
(Bowen, 2005) concur that believing in the power of such discovery-minded research is 
one of the most important lesson learned in conducting qualitative studies. Gall, Borg, 
and Gall (1996) write that the research lens of narrative inquiry is an important goal of 
qualitative research, optimally situating cases and in doing so:  
Avoid the problems created by quantification of features of the social 
environment by focusing their investigations on the study of individual cases and 
by making thick verbal descriptions of what they observe. If possible, they also 
record events on videotape or audiotape, which preserve the events in a fairly 
authentic manner for subsequent data analysis. The data analysis, too, is primarily 
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verbal rather than statistical. (p. 25)  
Phelps (2005) concurs that narrative reports “enable history to come alive rather 
than remain a mere happening long after an event has taken place (p. 206). One way 
considered as supplementary to this process is found in the study guide to accompany 
Creswell’s Educational Research (Creswell & Plano-Clark, 2007) on narrative research 
designs. Creswell outlined all key elements for and definitions of terminology involved in 
such methodological procedures. As the researcher, I felt comfortable with the 
ethnographic hat I wore. As both a veteran of the United States Air Force and long-time 
teacher within the LOASS, I was intimately aware of the participants identified to be 
involved in the proposed study and recognized myself as what Banks (2009) calls an 
indigenous or “cultural insider” (p. 38). I was able to scrutinize the culture within the 
LOASS community thoroughly but fully disclose this positioning both advantaged, and at 
other times biased me. This ensured the highest level of willingness for stakeholders to 
participate to the fullest extent (LeCompte & Schensul, 1999).  
Finally, in this introduction to the methodology of qualitative research, told 
through narrative inquiry, I have drawn upon writings of Gordon Cox (2002) on 
Transforming Research in Music Education History (Ch. 37 in Colwell and Richardson, 
2002) that focuses on music education, and its role in national and cultural identity. “The 
relationships and interactions,” Cox writes, “between music and the formation of national 
and cultural identity through formal and informal instruction contain fruitful possibilities 
for music education historians” (p. 697). This dissertation fills a portion of the gap 
perceived by Cox and assumes a role endorsed as a call to “enlarging the vision” of music 
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education history, “and in the subsequent process of rethinking the categories and 
assumptions of music history” (p. 703) would additionally allow “historians to draw on 
an increasing range of tools with which to recover, reconstruct and interpret the complex 
relation of education and society and the reciprocal influence of each upon the other 
(McCulloch & Richardson, 2000, p. 49). Researchers are implored to “engage in a much 
deeper involvement within music education as a field of study, and with the varieties of 
both storied and historical traditions in the teaching and learning of music across different 
cultures.” This is the essence of what this A Narrative Inquiry into Intercultural 
Collaborations through Activities in Music Education within a Large Overseas American 
School System intends to uncover for the widest audience possible. 
Data Collection 
As the researcher, I was the primary instrument for data collection (Creswell, 
2007). Data was gathered at all times through a variety of means including initial surveys 
focused on discovering the existence of intercultural collaborations; semi-structured 
individual interviews of participants who have engaged in the activities with host nation 
partners; collection of artifacts and relics representative of ICs (e.g., photographs, audio- 
and video-recordings of activities, newspaper articles, and concert programs) were 
always collected in a manner consistent with established field techniques of qualitative 
research. 
Links to potential survey participants were distributed, and those who completed 
the survey were invited to be interviewed. All interview protocols were approved by the 
Boston University IRB prior to discussions with current, former, and retired music 
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educators. (See Appendix I) Identical protocols (surveys and interviews) though not in 
need of institutional approval, were followed to maintain consistency and uniformity 
from demographic to demographic when former LOASS music students were recruited 
for participation in the study. 
Two separate but similar surveys (one customized for each participant pool) were 
developed and implemented in June, 2013. While awaiting approvals from the Director of 
Research and Evaluation at the LOASS headquarters and the Institutional Review Board 
at Boston University, the survey was developed, revised and then published. In the 
interim, approved institutional email invitations were sent to all current music educators 
who worked domestically in the continental United States and internationally throughout 
the Pacific, and European areas of operation. Simultaneously, Facebook™ groups were 
formed for each population, and invitations to participate, posted. 
I visited the various sites mentioned, collected and archived the relics and artifacts 
to which access was allowed. Archival materials and their sources were recorded, and 
when deemed necessary, catalogued by location, author, and the date in which the source 
was retrieved. Throughout this process of the study I was careful to keep the original 
research questions in mind while analyzing information. 
Purposive Sample 
The data collected for this dissertation came from purposively sampled participant 
pools that completed online surveys, as well as numerous personal interviews of current 
and former LOASS personnel including teachers, music coordinators, and former music 
students. In addition, whenever possible, I attempted to contact and interview members of 
71 	  
	  
the particular host nations involved in any discovered ICs in order to represent to the 
fullest extent an accurate account of musical events experienced by all stakeholders 
(American and otherwise) as part of this narrative inquiry. Additionally, archival relics, 
including primary and secondary sources, newspaper articles, photos and school 
yearbooks were perused in an attempt to find physical evidence verifying the occurrence 
of such ICs. 
Survey Pool Demographic 
At their peak, nearly 200 LOASS schools have existed in 20 countries worldwide 
since 1946. Currently, 120 schools exist in 11 allied nations and the U.S. territory of 
Guam. (See Appendix II) Ideally, stories and archival evidence of activities of ICs 
through activities in music education would be discovered throughout the world in 
proportion to the number of schools represented (covered earlier within the background 
to the study) and the number of current and former music educators who respond to 
requests to participate in the study. 
Two purposive sample populations were selected as participants in this 
dissertation study. Sample one (n = 80) was developed in a variety of ways, and is 
comprised of current, former, and retired LOASS music educators. This sample was 
validated as appropriate due to each potential participant’s duty assignment in a LOASS 
school as a music specialist. The teacher demographic was first sent an official invitation 
via email to participate in the June, 2013 generated survey. (See Appendix III)  
Because it is the LOASS’s policy to have at least one music specialist in each 
school, I was assured that no fewer than 120 music teachers would receive the invitation 
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to participate. Recipients were additionally encouraged to network outwardly and attempt 
to connect with former and retired colleagues to participate in the study as well. No 
assurances were made in that the original request was not sent directly to that potential 
demographic. Instead, a Facebook™ group was established, and known current music 
educators were encouraged to invite other former and/or retired system music educators 
to participate as well. Eventually, these music teachers networked their resources by 
contacting former and retired educators independent of the researcher. Do so greatly 
expanded the survey pool. Those willing to participate proceeded to the survey, and once 
completed, participants interested in follow-up interviews were contacted via email.  
In certain instances, I discovered that some participants had taught in both Pacific 
and European theaters of operation. Additionally, some participants served in a secondary 
capacity as fine arts coordinators at the Pacific, European, and national levels. This 
unexpected benefit enhanced the study because these individuals would have had first-
hand knowledge of IC activities between LOASS and their host nation counterparts in 
secondary ways not only as music educators, but perhaps in support and observer roles as 
well.  
Participants took part in the survey from June 30, 2013 until November 30, 2013 
when responses had stopped arriving. Fifty-Seven percent of respondents were female, 
forty-three percent, male. They taught in a total of fifteen different countries from 1970 to 
the present with a majority of teacher tenures in excess of 20 years. 
The second population (n = 127) comprised only former music students who had 
been enrolled or participated in music education courses or activities during their time in 
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the LOASS (See Appendix IV). No official email method of contact (such as the one 
described above) existed for targeting this demographic. As such, Facebook™ groups 
were again formed. I as the researcher also invited my own former music students to join 
as catalyst for further recruitment. Through this use of social media, students expanded 
the study’s reach dramatically by simply adding other friends with whom they had 
engaged in music activities during their time in the LOASS. Such sampling strategies are 
targeted and designed to “enhance understandings of selected individuals or groups’ 
experiences or for developing theories and concepts” (Devers & Frankel, 2000, p. 264). 
Interested potential participants took the survey online and provided others’ emails for 
future contact as well. Additionally, current and former/retired teachers eagerly contacted 
their former students, encouraging them to also participate, which validated their 
eligibility to do so. 
It was believed from the investigation’s onset that such samples would include 
individuals most likely to have overseen or participated in ICs through activities in music 
education, limited exclusively to schools within this LOASS. With this strategy in mind, I 
was focused on “selecting ‘information rich’ cases – that is individuals, groups, 
organizations, or behaviors – that provide the greatest insight into the research 
question(s)” (p. 264). Participants took part in the survey from July 1, 2013 until August 
25, 2014 when responses ceased. Most (57%) were female, with 43% being male. They 
were LOASS music students in a total of seventeen different countries from 1955 to the 
present with a majority of students (35%) attending the system’s schools from three to six 
years. 
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Interview Pool Demographic 
Telephonic and/or Skype™ follow-up, semi-structured interviews were conducted 
from amongst survey participants who had expressed interest in doing so. As I was 
confident in my ability to communicate verbally in both German and Japanese, it was 
believed that these particular skills would help me identify and contact as many native 
music educators with whom collaborations have taken place, and perhaps help me gather 
evidence through narrative in their native languages whenever possible. I experienced 
that my willingness to communicate in the host nation’s language was crucial when 
conducting dialogic interviews.  
Current, former, and retired music teachers. At the conclusion of survey 
responses by participant pool one, 20 current and former teachers agreed to follow-up 
interviews (n=11 males; n=9 females) and were contacted via email addresses provided 
on their surveys. Although the reasons are not known, only fifteen members replied to the 
invitation and were scheduled accordingly. Interviews began on July 14, 2014 and were 
concluded on November 28, 2014. Notably, those interviewed reflected the opposite 
percentages of initial survey participants; ten were male, five were female. The reasons 
for this were not immediately known. Those wishing to be interviewed gave no reason 
for desiring to do so, nor did those ultimately not interviewed. 
Each interview lasted between 45 and 107 minutes and provided opportunity for 
extensive follow-up questions. Scripted questions and their sequencing were uniform to 
every interview. The total number of words transcribed from those 15 interviews 
exceeded 100,000. Each transcription was first performed with the aide of transcription 
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software. Then, final corrections were applied manually for accuracy. Most interviews 
required a minimum of five hours to transcribe. 
Former music students. At the conclusion of survey responses by participant 
pool two, only 29 former students agreed to follow-up interviews (n=16 males; n=13 
females) and were contacted via email addresses provided on their surveys. Although the 
reasons are not known, only ten members replied to the invitation and were scheduled 
accordingly. Interviews began on August 11, 2014 and were concluded on November 25, 
2014. Notably, former students interviewed reflected a much different response rate than 
the teachers from pool one. Only ten former students followed through with a scheduled 
interview: five were male; five were female. Their reasons for not responding and 
responding at this much lower rate will never be known, as those wishing to be 
interviewed gave no reason for desiring to do so, nor did those ultimately not 
interviewed. 
Each interview lasted between 42 and 68 minutes and provided opportunity for 
extensive follow-up questions. Scripted questions and their sequencing were uniform to 
every interview. The total number of words transcribed from those 10 interviews 
exceeded 65,000. Each transcription was first performed with the aide of transcription 
software. Then, final corrections were applied manually for accuracy. Most interviews 
required a minimum of four hours to transcribe. 
Field Research 
I also visited the American Overseas Schools Historical Society (AOSHS) in 
Wichita, Kansas to examine the memorabilia and artifacts housed there from July 20-27, 
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2013. The center stores overseas student and educator databases “critical to gathering and 
preserving the history of American education overseas” (Overseas Student and Educator 
Databases, 2011). Written and oral histories on VHS tape were also to be available to 
researchers by appointment.  
The knowledgeable onsite curator indicated that amongst the relics were special 
collections including 1,200 pounds of memorabilia, artifacts and curios collected from 
overseas schools around the world. It was not possible to determine an exact number of 
artifacts in total. For example, dozens of boxes existed but were mostly un-catalogued. 
Initial searches of the contents revealed random relics, containing photos, school records, 
news clippings, VHS and audiocassette tapes. Relics were neither easy to reference, nor 
was there uniformity to their contents.  
School Yearbooks 
Because of the time limits designated to field research in Wichita, a decision was 
made to focus on the most plentiful and organized genre of relics amongst the 1200 
pounds of memorabilia, 1,590 school yearbooks stored on its nearly 50 shelves. School 
yearbooks are published in nearly every school throughout the United States. The same 
has been true of the LOASS in every country around the world. The 1,590 yearbooks 
discovered represent volumes from 23 nations beginning in 1946, the year that the system 
was founded. Ultimately, 200 such volumes were scrutinized for evidence of ICs found in 
the schools’ yearbooks in the following procedural manner: Mission Statements; 
Foreword or welcoming statements by administration; description of the schools’ Vision 
and Legacy, and feature-sections of music programs and their teachers through photos 
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and stories chronicling collaborative events when possible.  
A novel method was employed to narrow the focus of the yearbook analyses. 
Because of the yearbook volume, only the first and last year of a schools’ existence were 
sampled. I suspected that first-year editions would detail a school’s vision, and the final 
year in which the school closed would include statements of legacy. It was soon decided 
that because so many schools existed over a continuum of several decades, the school had 
changed greatly in its demographic and mission. Therefore, I sampled a mid-point or 
school’s midlife edition and labeled it as average or typical of a school year. 
Use of school yearbooks in qualitative dissertation research is not without 
precedent. Dvorak (1992) notes the integral role yearbooks play in the educational 
experience, “More schools offer yearbook experiences than any other single medium, 
with nearly 93 percent of all high schools having yearbooks” (p. 2). Hoffman (1996, 
2002) views use of yearbooks in several ways including as “material culture” (1996, p. 
6), a medium though which traditions are upheld, and to preserve memories of that year 
in a student’s life. For administrators, yearbooks are both “public relations tools” (p. 18) 
and serve an “historical function” (p. 47). It is rarely discussed who or what facet of 
student life is left out of yearbooks and why. Caudill (2007) agrees with the substance of 
Hoffman:  
Yearbooks are both a historical artifact and a school tradition. A yearbook is 
contextualized by the current design trends, popular colors, popular expressions, 
current news and events, current fashion and hairdos. Yearbooks encapsulate the 
experience of one school’s students. (p. 13) 
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Most yearbooks began with a statement, usually by an administrator or early on, a 
military official appointed to run the school detailing its desired. If the statement included 
mention of the host nation in which the school was situated, it was hoped that the school 
would have actively engaged in collaborative activities through music or other curricular 
areas and evidence by storylines; description of events or photos of the activity. 
Next, I included in my field notes the names of each music instructor, and 
analyzed pictures of the school’s music ensembles. I also paid specific attention to the 
photos of any musical activities described as having occurred in partnership with host 
nation students and their teachers. Dates and descriptive details published in these 
yearbooks were recorded in the field notes and in a database for further scrutiny. If within 
mission statements, mention of legacy in closing schools, music ensembles or teachers 
and photos of ICs were discovered, then the school and year was identified as having 
published evidence of having engaged in ICs.  
An example of this method is described here using a typical LOASS school, 
Spain’s Madrid/Torrejon high school. The school opened in 1957 and was known as 
Madrid Dependents High School until its name was officially changed to Torrejon High 
School in 1971 (Madrid High School, “A Brief History”, 2014). The school graduated its 
last class in 1992. Vision (1957), midlife (1974) and legacy editions (1992) were 
scrutinized in the previously described manner and rendered mission statements of the 
school as “a service to be appreciated by the American Community in Madrid” 
(“Accolade,” 1956, p. 5).  
The band was described as having procured music reflective of its Spanish 
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heritage. Additionally, Benjamin Britten’s choral work with harp, A Ceremony of Carols 
was broadcast around the world by short-wave radio live! Also mentioned was an event 
in which some students accompanied the language club to Seville, playing, singing with 
host nation students while dancing jots and sevillanas. This rich descriptive language is 
characteristic of the evidence that was pursued. There were no pictures of the activities 
mentioned, however. Still, it was not questioned that these events took place on either 
occasion. The yearbook concluded with a quote from freshman, Robert Butler.  
You and I are here in Spain and have plans for staying for a while longer than the 
average tourist, or else we have been here a while. In any case we are here in 
Spain, not as tourists but as students and residents. We can see the poverty of this 
culture as well as the rich culture and can indulge in both. (p. 65) 
This process was repeated for each of the 200 schools located in Austria, the 
Azores (Portugal), Bahrain, Belgium, Canada, Cuba, England, France, Germany, Greece, 
Iceland, Italy, Japan, Morocco, South Korea, the Netherlands, Norway, Panama and the 
Canal Zone, Vietnam, the Philippines, Spain, Turkey, and Guam. My investigation lasted 
53 hours after which I was confident of having collected a significant and broad spectrum 
of examples. It was from these finding that I was able to discern whether or not schools 
engaged in ICs as demonstrated through a variety of vision, midlife and legacy editions. 
LOASS Headquarters and the Library of Congress 
I visited the LOASS Headquarters located outside Washington, D.C. July 28-29, 
2013 with several objectives in mind: I could obtain contextual enrollment and 
demographic data, archival photos, audio and visual artifacts; Oral histories might be 
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archived relevant to and detailing individual’ stories and experiences; It was also likely 
that transcripts of speeches, congressional directives and written narratives would be 
stored on site. The LOASS communications director met with me and subsequently led 
me to a series of photos stored in bulk manner within several file cabinets. After our 
lengthy meeting, I evaluated each individual photo as evidence of ICs or not. In addition, 
the Information Systems Specialist (ISS) for Fine Arts conducts worldwide 
administration of music education programs from this location. This individual was 
available and met with me at great length.  
On July 30, 2013 I was granted guest researcher privilege at the Library of 
Congress. There, I worked with a senior curator who led me through protocols and jointly 
researched the locations of any source documents in which the term intercultural 
collaboration might be found. The Library of Congress provided access to first-edition 
volumes related to my study, as well as limited access to archives not available to the 
general public. With permission, discoveries could be photo-captured, but not 
photocopied and used for educational and research purposes.  
Neither primary sources including eyewitness accounts to collaborative events 
attended by participants, nor oral accounts on audio and/or visual recordings were located 
at the sites named above. Newspaper stories, photographs, personal letters, Congressional 
and governmental records as well as monographs were discovered detailing collaborative 
activities, but none featured ICs through activities in music. Only a handful of secondary 
sources consisting of concert programs and notes, journal entries and other written 
sources existed.  
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Stars and Stripes Digital Archives 
I intended to visit the Stars and Stripes Newspaper Headquarters while in 
Washington, D.C. Although official archives and records are housed in both this central 
location and in its museum in Bloomfield, Missouri, I determined that the Stars and 
Stripes Digital Archives would be better perused instead, online. Comprised of a fully 
searchable database of “more than 1 million newspaper pages online” from 1948 through 
1999, the digital archive is accessible by subscription at: 
http://starsandstripes.newspaperarchive.com/ and is fully searchable by typing any name, 
country, year, keyword and/or any demographic so desired. I began my search with 
generic terms, music education, collaboration, host nations, intercultural and then 
expanded the search to include the names of those I intended to interview.  
Articles were scrutinized by the same criteria used at the OASHS for yearbook 
research. Vision and legacy of ICs held with host nation participants, contextual 
references to music programs, concerts and their teachers through photos and chronicling 
collaborative were saved as PDFs and JPEGs whenever possible and evaluated on their 
individual merits. Many of these documents or photos were sent to interview participants 
for peer-review and as an aide in comprising antenarrative and narrative accounts for 
authenticity (Elliott, 2005). This resource was first used in December of 2013 after the 
close of survey responses by the first purposive sample pool which comprised current, 
former/retired music teachers and continued through November 30, 2014. 
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Data Analyses 
All data discovered from surveys, questionnaires, and interviews (including 
content of field notes) of teacher participants were first transcribed with the aide of voice-
to-text recognition software and then manually to correct multiple errors. Transcriptions 
of interviews, survey results and questions’ companion ‘extra comments’, data gleaned 
from field notes including a purposive sample from 1,590 school yearbooks at the 
overseas schools museum were coded, synthesized and analyzed for emergent themes 
using Nvivo® qualitative data analysis software from QSR International. 
Photos of IC activities discovered during archival research have been scanned and 
formatted contextually in conjunction with the narrative accounts given. Audio and visual 
recordings, as well as photographic evidence if found, were evaluated for relevance and 
value (Bautista, Ravon, & Heras, 2012), and are included as figures within subsequent 
chapters. All dates, locations, and journalistic accounts have been authenticated at all 
times. 
Quantitative results obtained via the online survey were also analyzed using 
simple descriptive analysis, but used solely to inform future readers of the incredible 
depth, breadth, history and diversity of the LOASS music education scenario. No 
comparative or cross-correlational analysis was attempted in this qualitative, narrative 
inquiry study. The distribution of responses was examined for frequencies. Cross-
tabulations were also conducted to compare the distribution of responses from various 
groups surveyed. The researcher refrained from more complex statistical analysis in order 
to focus the attention of the reader solely on the narratives gleaned from interview and 
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field. Data acquired was used to describe the sample and bring to life any observations 
made during analysis consistent with generation of antenarrative as a component of 
narrative inquiry.  
Interview Data Analysis 
A qualitative analysis of the transcribed interview data was used to identify 
themes revealed among the statements given by the various participants. The relevant 
statements made by participants are essential to the participants’ experience and 
perceptions (Moustakas, 1994) and are therefore used to generate themes that represent 
the perceptions of the group. The participant responses are grouped into thematic 
categories and sub-categories, which are presented with the frequency for which the 
response type (theme) was mentioned among the interview participants. In addition, 
textual, verbatim examples from the interviews are included to highlight and provide 
grater clarity to the key concepts or common themes within these experiences. All data 
were coded at numerous nodes relevant to the topic, allowing the categories to emerge 
freely from the discussion data.  
NVivo 10® qualitative analysis software was used to provide an organized 
workspace in which to conduct the coding and develop the themes and patterns from the 
data by assisting in the classification, sorting and arranging information, and tracking the 
frequency of occurrences within each interview and across the different interviews. From 
the thematic categories and the constant integration of elements throughout the analysis, 
several overarching themes emerged. These themes represent common perceptions and 
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experiences of the groups as a whole and are therefore presented as the conclusions of the 
analysis.  
Key to Naming Convention of Participants 
 The analyses below are embedded with narrative accounts taken directly from the 
transcripts of the participants’ interviews. For purposes of anonymity, the following 
naming convention is ascribed to each participant within each pool from the earliest 
enrolled former student (1960s) and teacher careers (1970s) to the present day: 
• FS1-9: Former Students 
o FS1 – Sarah 
o FS2 – Brian 
o FS3 – Missy 
o FS4 – Jacob 
o FS5 – Roxanne 
o FS6 – Kendra 
o FS7 – Joshua 
o FS8 – Alexander 
o FS9 - Jeffrey 
• RT1-11: Retired Teachers 
o RT1 – Bernice 
o RT2 – Spencer 
o RT3 – Landon 
o RT4 – Jasper 
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o RT5 – Bradley 
o RT6 – Kevin 
o RT7 – Jonah 
o RT8 – Donna 
o RT9 – Marcella 
o RT10 – Jackson 
o RT11 - Leonard 
• CT1-3: Current Teachers 
o CT1 – Rhonda 
o CT2 – Stephan 
o CT3 - Thomas 
• FS&T: Former Student, also a Former Teacher 
o Julia 
Trustworthiness and Reliability 
Wells (2011) argues that narrative inquiry meets all the necessary criteria to be 
considered a scientific endeavor. Beyond simple passive observation, a narrative 
methodology seeks to derive theoretical significance that can be applied within other 
contexts. As such, the validity of such an exercise must be evaluated, though this is not 
usually the case when this method is employed (Wells, 2011). Additionally, Wells 
suggests that researchers apply the much broader concept of trustworthiness. A study is 
said to be trustworthy and “valid if it represents the features of the phenomenon it’s 
intended to describe, explain, or theorize” (Wells, 2011, p. 115), and if its topic is both 
86 	  
	  
important and useful to scholars within the field. In this section, I defend the extent to 
which my findings address that which I studied.  
Because qualitative research is significantly enhanced through collecting multiple 
types of data, the highest level of authenticity must be maintained at all times. The 
location for audio and video recorded interviews was standardized. Transcriptions of such 
interviews were followed by participant member-checks to ascertain that what they have 
described is accurate in terms of accuracy and intent. These LOASS colleagues and 
former students were asked to scrutinize the accuracy of my reporting through peer 
reviews in an effort to ensure trustworthiness and reliability. In order to avoid bias, 
external audits were conducted with both my supervisor for this dissertation as well as 
faculty from Boston University. These multiple and often redundant strategies were used 
to check that my discovery of findings was an authentic representation of the problem 
described, and that the narrative sought is as rich, deep and descriptive as possible for the 
reader. 
Delimitations of the Study  
The images, stories, audio recordings, published journalism, and personal 
accounts of intercultural collaborations through music education activities compiled for 
this dissertation are limited recorded events and human memories of such events. They 
were extracted in context from the historical documentation of governmental reports, 
archival relics and personal narratives of those who participated in and administrated over 
many years of activities sponsored by the large overseas American school system on 
which this study is focused. Readers should assume this account to be a large but 
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incomplete sample of these activities. As a consequence, this study does not seek to 
compare the frequency or quality of such activities with other American international 
school systems; it does not set out as its aims to justify, qualify or quantify the political 
agendas of the United States or any nation with whom it is allied. I did not intentionally 
exclude any culture, religion or nation with whom the United States currently does not 
have diplomatic ties. Rather, it is my hope that readers within the music education and 
LOASS communities will gain a greater appreciation for the vast potential intercultural 
collaborations afford those who live, teach and learn within an allied host nation. 
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CHAPTER 3: RESULTS FOR INFORMING THE READER 
To begin, the responses obtained during the completion of surveys are presented 
here as a component of the antenarrative. The resulting demographics serve a descriptive 
role, and were in no way meant to address any statistical hypotheses. Also, commensurate 
with antenarrative, the field research findings when presented in tandem with the survey 
results provide readers with a vivid, generalized representation of life in these schools 
during brief moments in the music careers of its teachers and students. 
Survey Findings 
Teachers 
Demographics of teachers. Responses were obtained from 80 teachers, who 
were mostly female (56%), with 44% being male. Most (52%) teachers were over 50 
years old; 48% were 50 years and under. Those who identified as White represented 84% 
of the teachers surveyed while 16% identified with other ethnicities: African American 
(9%), Hispanic (4%) and American Indian or Alaskan Native (3%).  
Teaching experience. The majority (52%) of the current and former LOASS 
teachers (not retired) who participated in the study indicated that they began teaching 
music within the system between 2000 and 2012. Only one in five of the teachers (20%) 
had started teaching music systemically between 1990 and 1999; Those who began 
teaching in the LOASS between 1982 and 1988 numbered seven (12%); The remainder 
(8%) began teaching music in the system between 1970 and 1979.  
Only three teachers (7%) indicated they were currently teaching music in the 
system at the time of the study. Notably, one participant’s music educator career with the 
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LOASS began as recently as 2002. It is unclear if this single respondent’s experience 
represent the current state of ICs. There were two teachers (3%) who had broken service 
to the system: one had served between 2002 and 2005, broke their service for six years, 
then returned in 2011 and has been teaching music in LOASS ever since. The other 
taught within the LOASS from 2001 to 2005, also had a six year gap in service and 
returned to the system in 2011.  
The highest number of music teachers (23%) who interviewed at the time of the 
study had taught within the LOASS overseas for over 20 years, followed by those who 
had worked in the system for 7 to 10 years (18%), 4 to 6 years (15%); 11 to 15 years 
(13%); 1 to 3 years (10%) and 16 to 20 years (9%). Six (10%) indicated that this question 
was not applicable to them. (See Figure 1) 
 
Figure 1. Length of Time Teaching in LOASS System 
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When respondents were asked in what year they had retired from teaching music 
within the system, 42% of teachers gave specific dates. The highest number (29%) had 
retired between 2001 and 2014 compared to 13% who had retired various dates prior to 
2000: 1999, 1998 and 1973 respectively. The majority of respondents (58%) indicated 
that this question was not applicable to them, while 68% of participants simply did not 
respond to this question. 
The majority of teachers (57%) taught music in one school outside of the United 
States, followed by 30% who had taught in two overseas schools. Only 3% had taught in 
either three or four schools outside of the United States. Two teachers (3%) indicated 
they had not taught music at a LOASS outside of the US, and another two (3%) 
indicating that this question was not applicable to them.  
When respondents were asked to identify in which of the 14 countries outside of 
the United States had they taught a music class within the system, the highest proportion 
(48%) indicated they had taught in Japan. (See Figure 2) The second highest number 
(43%) had taught in Germany. Still smaller percentages of educators had taught in Korea 
(12%), the United Kingdom (12%), or Italy (8%). Lesser still, only 3% of teachers had 
taught in Cuba, Spain, Portugal or Turkey, while only 2% of respondents indicated 
having taught in Panama, Belgium or the Netherlands. Only a single teacher had taught 
for at least part of their LOASS career in Iceland. 
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Figure 2. Countries in which Teachers Taught 
Other territories or countries outside the United States in which teachers had 
taught a music class in a LOASS school included one each in Bahrain, Bermuda, and 
Labrador, Newfoundland in Canada. Still other educators indicated U.S. territories: Guam 
(2), Fort Knox, KY (1), and another unspecified Stateside location (1) as places in which 
they had taught music in the system’s domestic schools.  
Respondents were asked to identify which music classes they had taught within 
the system. (See figure 3) The majority (98%) had taught a choir class, followed by 89% 
general/elementary music instructors and 74% who had taught a band class. The fourth 
largest group (50%) had taught music appreciation, followed by 38% who had taught 
guitar. Other classes amounted to less than 29% of respondents each: Computer music, 
piano, music theory and orchestra accounted for 29%, 28%, 16% and 14% respectively of 
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total respondents. Many respondents (37) specified other classes they had taught during 
their tenure in the system including jazz band (8%) and musical theatre (3%). 
 
Figure 3. Music Classes Taught 
With regards to the degree the music educators believed that participation in 
music education classes was an important part of a student's LOASS experience, the 
majority (79%) believed it to be extremely important, followed by 16% who thought it to 
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(48%) indicated that they were very close to their students, followed by those (28%) who 
indicated that they felt fairly close to their student members during as an LOASS music 
teacher. Almost 13% of respondents indicated that they felt extremely close to their 
student members, followed by 11% who felt somewhat close to their student members. 
Only a single teacher interviewed (1%) indicated that they did not feel very close to their 
student members while teaching in the system. Nearly 15% of total participants skipped 
this question. Amongst the two comments made by respondents, one teacher, who had 
indicated that they felt fairly close to their students during their tenure as a LOASS music 
teacher, explained that feeling “close” to music students was difficult in an elementary 
music class of over 500 students.  
When asked how close the teachers thought their music students felt to them 
during their tenure as a LOASS music teacher, the results almost mirrored how close the 
teachers felt to their students. The highest number of teachers (42%) indicated that they 
believed their students felt very close to them, followed by those (25%) who indicated 
they thought their students felt fairly close to them. Nearly 12% of teachers believed that 
their students felt extremely close, while once again, a small minority (1%) indicated that 
they did not believe that their students very close to them at all.  
The trend deviated from the teachers responses after this. Close to 22% of 
respondents indicated their students felt somewhat close to them during the period of 
their tenure. This response doubled the number of teachers who felt the same sentiment 
towards their students. Around 15% of total participants skipped this question. Amongst 
the two comments made by respondents, one teacher, who had indicated that closeness 
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was dependent on the student, while another teacher indicated that while the best students 
were close, others were not.  
Participation in formal and informal rehearsals and concerts. Respondents 
were asked how many formal concert performances on-campus/on-base they held during 
an average school year. (See Figure 4) An equal portion (24%) said they had 2 or 3 such 
concerts. An equal number of teachers (23%) held between four and over five formal on-
campus/on-base concert performances per year. Just 5% of teachers had held at least one 
formal concert performance per year while 3% of teacher had not held any concerts. 
Taken cumulatively, 68% of the teachers had held between two to four formal on-
campus/on-base concert performances per year. About 23% had held 5 or more formal 
concert performances per year. For whatever reason, 17% of total participants skipped 
this question.  
 
Figure 4. Formal and Informal Concert Performances Held 
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In addition to the formal concerts, music teachers who participated in the study 
were asked how many informal performances they held on-campus/on-base during an 
average school year. The highest number of teachers (36%) had convened five or more 
informal performances during an average school year, followed by those (21%) who had 
held two informal performances during an average school year. Teachers who had not 
held any informal performances during an average school year represented 14% of 
respondents. I noted that taken cumulatively, the majority of teachers (61%) had held 
over three informal performances during an average school year. Fewer teachers (39%) 
had held between zero and two informal performances during an average school year. A 
total of thirteen individuals or 17% of total participants skipped this question.  
Teachers were also asked how often they attended off-base concerts in host nation 
facilities with their music students. Almost half the number of respondents (47%) had 
attended off-base concerts in host nation facilities with their students less than once per 
school year. The second largest number of teachers (30%) had attended such events with 
their students at least once per year. While 14% had attended off-base concerts with their 
students at least once per semester, only 5% had attended such events more than once per 
quarter. A minority of teachers (5%) had attended off-base concerts in host nation 
facilities with their students once per quarter. About 19% of total participants did not 
provide a response to this question. 
Amongst the two comments made, respondents pointed out that the frequency was 
dependent on the attitudes from administration, counselors and students in a particular 
school and/or country which varied greatly. As an example, one teacher had had a 
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positive experience attending such activities more than once for the year, but at another 
school, such activities were seldom attended. Another teacher explained the role of 
culture on frequency: In Japan, at least one such activity was attended for the year, while 
in another country, Germany, music was part of every town and festival, leading to (it 
was implied) teachers and their students participating in many informal activities in any 
given school year. 
When asked how many formal concerts in total they had performed in off-base 
host nation facilities during their career as a LOASS music teacher overseas, the majority 
(56%) had performed in a total of zero to three such events. The second highest number 
of teachers (18%) had performed in a total of more than 10 such events. An equal number 
of teachers (14%) had participated in a total of four to six and seven to 10 events 
respectively. A total of 17% of all participants skipped this question.  
Teachers were also asked how often they attended off-base concerts with their 
music students while teaching music overseas in a LOASS school. The highest number of 
teachers (35%) indicated that they had attended such events more than 4 times during 
their LOASS tenure. Almost an equal number however, 30%, indicated that they had 
never attended such events. The third highest number of teachers (24%) had attended 
such events about 2 or 3 times. The fewest number of teachers (11%) indicated that they 
had off-base concerts with their music students at least once. For reasons unknown, 17% 
of participants did not respond to this question. Ultimately, teachers were asked if, at any 
time during their years as a LOASS music teacher, they had participated in an 
intercultural collaboration with student musicians from their host nation. The majority of 
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respondents (73%) answered in the affirmative. Around 27% either indicated that they 
had not participated in such events or simply skipped this question. 
Teacher participation in intercultural collaboration. Of the teachers who had 
indicated that they had participated in an intercultural collaboration with student 
musicians from their host nation, 44% indicated they had interacted and performed with 
music students from the host nation in a total of more than 5 formal concerts. Similarly, 
42% had participated in a total of 1 to 3 formal concerts of this nature. Just 11% of 
teachers had interacted or performed in a total number of 4 to 5 such concert events, 
while 2% had not participated in any formal intercultural concerts.  
Amongst the six comments, two teachers did not give a total number of 
intercultural collaborations they had attended with student musicians from their ‘host 
nation', but indicated that they had attended at least one per year during that time. One 
teacher, who had served as a music teacher within the system for a period of 7 to 10 
years, indicated that they had participated in two such activities per year. This would 
imply a minimum of 14 – 20 activities during their tenure. Another teacher, who had 
worked within the system for a period of 11 to 15 years, indicated their intention to 
participate in a minimum of one such activity per year. This implies a total of 11 to 15 
events during the period of their tenure at the LOASS. Three other teachers listed the 
types of events participated in, which included arts festivals and annual Christmas tree 
lighting ceremonies. One teacher however indicated that security barriers were the 
biggest hindrance to staging such events for students.  
A majority (98%) of respondents indicated that these formal intercultural 
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collaborations were successful. A small minority (2%) confessed that the formal 
intercultural collaboration they participated in was unsuccessful. Amongst the three 
comments, two teachers indicated why the formal intercultural collaborations they had 
attended with students were successful. One explained that students benefitted from 
watching and critically analyzing other performances. Another added a caveat to the 
success of the initiative, and indicated that  communication barriers hindered their 
understanding of the activity’s expectations. Finally, one teacher indicated they 
experienced mixed results, in that some formal collaborations were successful, while 
others were less so, but gave no specifics in their response.  
The teachers who had participated in intercultural collaborations were asked how 
many informal ICs had they interacted and performed with music students from their host 
nation during their LOASS careers. The highest number (35%) of teachers had not 
participated in any such informal concerts. (See Figure 5) This was followed by those 
teachers (30%) who had participated in more than 5 such informal concerts. The third 
highest group (16%) had participated in two such informal concerts during their LOASS 
tenure. Only 7% had participated in one such informal concert with fewer (5% each) 
reporting participation in four to five of such informal concerts during their tenure.  
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Figure 5. Concerts Performed with Host Nation Students 
Of the respondents’ four comments, two teachers indicated that all concerts 
attended were formal rather than informal in nature. One teacher explained that money 
and logistical considerations hindered even considering informal initiatives. One teacher, 
who attended at least one informal concert, explained that a joint concert was held with 
the local college band during school hours for students. No explanation was given why 
the same type of event didn’t include host nation students of a similar age instead. 
All teachers participating in the study were asked how many informal 
rehearsals/social events in total they and their students had with music students from their 
host nation during their years as a LOASS music teacher. It was believed that such social 
interaction was equally meaningful to students as the musical experience itself. More 
than half (53%) had over four such activities while the remaining respondents had 
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participated in zero, one, or two such activities in total. When teachers were asked if they 
believed intercultural collaborations with host nation musicians were important 
opportunities for the system’s teachers and their students, their response was almost 
unanimous. The majority (98%) of teachers believed it was important while the 
remainder (2%) were neither for or against such activities. A large number of participant 
comments (10) detailed why they believed intercultural collaborations with host nation 
musicians were important opportunities for the American participants. These statements 
included references to the potential for music to unify peoples; to enhance the experience 
of appreciating cultural diversity, and to transcend the subject of music education alone.  
Importance of IC experiences to stakeholders. All survey participant 
demographics were asked to give their opinion as to how they believed specific 
stakeholders would respond to the statement: “Intercultural collaborations through 
activities in music education are important opportunities for LOASS students to have 
with host nation students”. The stakeholder groups included the following: LOASS music 
students, music teacher, host nation participants, parents of student musicians, school- 
and above school-level administrators, and military community leaders. There was 
general consensus amongst the respondents that all stakeholders groups would agree that 
IC, if offered, would be important experiences. On average, over 90% of all stakeholder 
groups agreed in some way. With regards to specific stakeholders groups, however, 
respondents anticipated 100% agreement amongst LOASS Music Teachers. This was 
followed by host nation Stakeholders, which registered 93% general agreement with the 
statement.  
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Other stakeholder groups - LOASS music students, military community leaders 
and school administrators – registered general agreement of 91%, 91% and 89% 
respectively. The lowest agreement figures were registered amongst above school-level 
administrators, where respondents anticipated 77% general agreement. This group also 
registered the highest level of disagreement with the statement - 13%. Amongst the four 
comments made, one teacher believed that administrators did not think that activities 
unrelated to either LOASS itself, or its mission, were important. The remainder held a 
similar view, hinting that the significance of such activities was not cared about.  
Respondents were asked the importance of six distinct experiences (musical, 
social, cultural, performance, community and military relations) for creating a successful 
intercultural collaboration amongst specified stakeholders: (See Figure 6) students, 
teachers, host nation participants, parents, administrators and the military community. 
Musical experience was seen as most important (extremely and very important) to 
teachers (89%) and students (84%); somewhat important (55%) to administrators and 
(49%) to the military community. Performance experience was seen as most important 
(extremely and very important) to teachers (83%) and students (79%) and somewhat 
important (51%) to administrators and most (49%) of the military community.  
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Figure 6. Importance of IC Experiences to Stakeholders 
Social experience was seen as extremely or very important to students (87%), host 
nation participants (79%) and teachers (71%), and somewhat important to the military 
community (58%) and (46%) its administrators. Cultural experience was seen as 
extremely or very important to all stakeholder groups: teachers (89%), host nation 
participants (82%), students (76%), parents (75%), administrators (54%) and members of 
the military community (52%). 
Community relations experience was seen as extremely or very important to all 
stakeholder groups: host nation participants (79%), teachers (74%), the military 
community (73%), students (66%), administrators (66%) and parents (57%). Military 
relations experience was seen as extremely or very important to the military community 
(72%) and to a lesser extent amongst administrators (54%) and teachers (51%). Amongst 
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the three comments given, one teacher highlighted the importance the IC music 
experience played in changing their view of host nations ensembles from inferior to on 
par. Another highlighted the difference in importance of these experiences in different 
countries: ‘somewhat unimportant’ in Germany and ‘extremely important’ in Japan.  
Respondents were asked how important they believed performing music from 
their 'host nation' in concert was to each group of Stakeholders: Students, Teachers, Host 
nation Participants, Parents, Administrators and the Military Community. This, it was 
felt, would be extremely or very important to the majority of host nation participants 
(81%), teachers (69%), and students (59%), but had some degree of perceived 
unimportance to the majority of parents, administrators (52%) and members of the 
military community (51%). The teacher who sought to expand on their answer indicated 
they didn’t believe the audience thought it particularly important if they performed music 
from the host nation, but rather that the performances were of high quality. This same 
teacher pointed out that pieces from many countries were in fact presented to showcase 
the cultural diversity and abilities of the students. 
Each demographic was also asked how important they believed performing music 
with their host nation colleagues and students in concert was to each stakeholder group: 
Performing in concert was seen as extremely or very important to a vast majority of most 
groups: host nation participants (85%), teachers (79%), students (76%), and parents 
(64%). Military community members and administrators gave equal weight (50%) to the 
importance or unimportance of performing music with (collaboration rather than 
separately from) their host nation counterparts in concert.  
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Students 
Student demographics. A second pool of students was also invited to participate 
via an online survey. Of the 127 respondents, most were female (57%) with males 
representing 43%. The respondents largely represented the extremes of the age spectrum: 
The largest group of respondents was over 40 years old (44%) compared to 35% who 
were between 18 and 21 years old. Vast minority responses indicated 10% were between 
22 and 25 years, 7% were between 36 and 40, 2% who were between 26 and 30, and the 
remaining 2% were between 31 and 35 years old. Most were White (71%) while 14% 
identified themselves as Asian, Hispanic (7%) or African American (7%). Only one 
students chose the option Native Hawaiian or Pacific Islander.  
Former student respondents had attended the system’s schools for a minimum of 
one year and a maximum of 12 years. Figure 7 displays the largest group of students  
attended between four and six years (35%), compared to 25% who attended between 
seven and nine years, 25% who attended between one and three years, and 15% who 
attended between 10 and 12 years. Responses to a separate question revealed most of the 
students attended the schools because their father or mother were in the military (80%),      
12% attended because their parents were civilian contractors, 12% who attended because 
their parents were teachers or administrators, and 6% who identified some other reason 
for attending an LOASS school.  
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Figure 7. Years of Attendance at LOASS Schools 
Cross-cultural kids. The questionnaire collected data on the citizenship of the 
students and their parents. As shown in Figure 8, most of the students had parents with 
similar citizenship (77%). Most of these (98 parents) were from the USA, while 2 were 
from the Philippines. The remaining 23% of parents were of different nationality. All 
fathers were American citizens, but the mothers were of Japanese, Korean, Mexican, 
German, Italian, English, and Filipino decent. A number of respondents (11%) declined 
to answer this question for unspecified reasons. 
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Figure 8. Parents’ Citizenship 
Figure 9 displays most of the children shared the citizenship of both parents 
(61%) but 28% were born in a different country than their parents. About 28% of the 
children with different citizenship than their parents attended school in more than one 
country, compared to 31% of those children who had similar citizenship to their parents. 
None of the students with similar citizenship to their parents went to school in the 
country where they were born. 
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Figure 9. Comparison between Children and Parents’ Citizenship 
When respondents were asked to identify in which of the 14 countries outside of 
the United States had they taught a music class within the system, only 12 countries were 
represented. The highest proportion of respondents went to school in Germany (46%) and 
Japan (42%). (See Figure 10) Fewer attended schools in Italy (12%), South Korea (9%), 
the United Kingdom (7%), and Belgium (6%). The remainder were educated in the 
Philippines (4%), Spain (3%), Turkey (2%), and France (2%). Only one student each 
went to schools in Panama, and Portugal. This suggests that the majority of students who 
attend the LOASS schools are indeed examples of cross-cultural kids. Not only are some 
of their parents from different cultures, but they have lived in and experienced a variety 
of cultures in other countries as well.  
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Figure 10. Countries in which Students Attended School 
Music education. The largest proportion of students participated in music classes 
in Germany (42%), followed by Japan (41%), then Italy (9%). Those who took music 
classes in Korea, the United Kingdom (UK), and Belgium each represented 7%, 6% and 
5% respectively. Only one respondent noted each of the following countries as sights of 
their music lessons: Spain, Philippines, Columbia, Switzerland, Guatemala, Hong Kong, 
Taiwan, France, Portugal, and Turkey.  
Figure 11 presents information regarding the countries in which students 
participated in music classes. Most students participated in the choir (61%) and the band 
(55%). In comparison, fewer enrolled in music theory (13%), class piano (8%) and 
orchestra (7%). Less than 5% participated in class guitar (4%), general music (4%), 
musical theater (1%), music appreciation (2%), jazz band (3%), and computer music 
(1%). This distribution suggests that the greatest opportunity for intercultural 
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collaboration would be in the choir and the band and the largest portion of students is 
most likely to participate. The importance of these experiences to students is clearly 
reflected in the survey results. The largest single group of respondents felt participation 
was extremely important (43%). Cumulatively, a similar number (44%) of the students 
felt participation was between fairly and very important. Only a very few thought 
participation in these activities was somewhat (7%), not very important (4%), or not at all 
important (2%).  
 
Figure 11. Classes in which Students Participated 
Closeness to Colleagues and Teachers. Students seemed to be very close to their 
class/group mates. Cumulatively, 61% felt between very and extremely close to them, 
with 25% feeling fairly close. Some 7% felt somewhat close, 4% felt not very close, and 
another 4% felt not at all close. This also suggests that the music group/class is a fertile 
group for intercultural collaboration. 
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This is further strengthened by the fact that 57% of them said they felt between 
very and extremely close to their teacher, with another 21% feeling fairly close. Much 
fewer felt somewhat close (12%), not very close (8%), and not at all close (2%). With 
such feelings of closeness to their peers and to their teachers, it is reasonable to assume 
that IC exchanges are likely to occur. The extent to which this occurs between the host 
nation and the LOASS students is yet to be seen. But, given the mosaic of cultures the 
students themselves represent, their own collaboration could represent a form of IC.  
Participation in IC. Most students said they did not participate in any IC with 
host nation students (53%) with only 47% said they had participated in an IC on at least 
one occasion. Of those who participated, the vast majority felt it was successful (98%) 
with only one feeling it was not. Most felt it was successful primarily, because of the 
interest shown by the school’s music teacher (62%). Others felt the success was due to 
well-planned timing (25%) and interest from the host nation school/teacher (29%). A 
noteworthy observation was that a significant portion of students (31%) felt the success 
was due to musical commonality. These students were able to observe similarities in the 
musical styles of the host nation students and themselves. This provides some indication 
as to the viability of IC, and the positive impact it can have as well. These students would 
have gone away more aware of the similarities with these other cultures, as well as the 
possibility for collaboration in other areas.  
Participation in formal and informal rehearsals and meetings. The data in 
Figure 12 indicates that the students attended more informal than formal rehearsals and 
meetings with host nation students. More students attended less than 3 formal 
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rehearsals/meetings (64%) than the same amount of informal rehearsals/meeting (45%). 
On the other hand, more students attended 3 or more informal rehearsals/meetings (55%) 
compared to those attended the same amount of formal rehearsals/meetings (36%).  
 
Figure 12. Comparison of Student Partitication in Formal and Informal 
Rehearsals/Meetings  
Participation in formal and informal performances. By way of comparision, 
the data in Figure 13 suggests that former music students participated in slightly more 
formal performances than informal performances with host nation students. More 
students participated in less than three informal performances (67%) than the same 
amount of formal performances (63%). On the other hand, more students participated in 
three or more formal performances (37%) compared to those participated in the same 
amount of informal performances (33%). Taken together, both distributions as portrayed 
in Figures 11 and 12 illustrate that students were given ample opportunities in which to 
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interact with students of host nations.  
 
Figure 13. Comparison of Students’ Participation in Formal and Informal Performances  
Reasons for not participating. Those respondents who did not participate in IC 
with host nation students were given an opportunity to indicate why they were unable to 
do so. They were also instructed to rank these reasons: The following is the distribution 
of the top two responses. (See Figure 14) Lack of interest among the LOASS teachers 
and lack of time were identified as the top reasons, followed by difficulties in getting 
permission, lack of money, and lack of host nation interest. Language barriers were also 
seen as a significant deterrent, along with problems with on-base access. Logistics and 
musical differences were seen as the least significant deterrents, with musical differences 
coming second to last.  
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Figure 14. Reasons for Not Participating 
Most former music student respondents (n=75) were simply not aware of whether 
ICs with host nations participants were ever offered (54%). By way of comparison, a full 
27% were certain ICs were offered, and another 19% were sure they were not. The 
students were asked about their perspective on whether the officials wanted to provide IC 
experiences. Most felt that the teacher’s wished to provide such experiences (58%), but 
most were not sure whether administrators (51%) or leadership at the highest levels 
(60%) wanted the same. This notwithstanding, it was very few that felt the administrators 
and leadership did not want to provide IC experiences (9% and 6% respectively). As 
such, it could be concluded that the students were given the impression that the school 
officials wanted to provide them with IC experiences. 
These demographic details provided me with a vast breadth and depth of 
informaton with which to inform readers of this study a comprehensive picture of 
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participants who did or did not engage in intercultural collaborations through activities in 
music with the LOASS over a long continuum. As a reminder, the responses obtained 
during the completion of surveys are presented here as a component of the antenarrative. 
The survey results serve a descriptive role, and were in no way meant to address any 
statistical hypotheses. Rather, when presented in tandem with the field results to follow, 
provide readers with a vivid, yet generalized representation of ICs experienced in these 
schools during brief moments in the music careers of its teachers and students. 
Document Analysis 
In order to corroborate and illustrate the narratives to be shared, various artifacts 
were collected and analyzed. The content of school yearbooks, photographs, and 
newspaper articles were examined in a search for existence of intercultural collaboration 
through activities in music education and never for causal or comparative means. This 
exercise served the additional purpose of building the antenarrative. Such archival 
material provided for the reader a clearer description of the context within which these 
stories are being told. What becomes apparent from terminal analyses is that cultural 
interactions are not commonplace and characteristic of only some schools within the 
LOASS system. The extent to which intercultural collaboration in music education is 
evident or highlighted within those same artifacts is not great. Even less has been written 
about ICs within the digitally archived newspaper articles examined than in the 
yearbooks.  
Yearbooks. To begin, 200 yearbooks were scrutinized for evidence of ICs 
categorized in the following ways: Mission Statements; Foreword or welcoming 
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statements by administration, description of the schools’ Vision and Legacy, feature-
sections of music programs as well as their teachers in action through examination of 
photos chronicling collaborative events when possible. Only the first, midlife (that 
yearbook in the chronological middle of a school’s existence) and last year that a school 
was open were sampled. Inaugural yearbooks were thought of as potentially announcing 
the vision of the school without precedent years’ volumes with which to compare. The 
midlife yearbook of a system school was perceived as an average ‘year in the life’ 
without knowledge and foresight that this would be literally the midpoint year of its 
institution. In the final or legacy edition, all stakeholders would read in the volume a 
sense of what the school saw in itself as having contributed to the LOASS’s mission over 
the span of its life. The legacy edition usually corresponded with an American base 
closure, and was reflected as such within its pages as part of narrative accounting in an 
interpretive manner in line with the paradigm of the project. 
One English school’s yearbook (Lakenheath MS, “Legend”, 1983) referenced 
students participating in LOASS choir festivals. These ensembles were comprised of 
singers from all LOASS-Europe or Asia. The nature of these choirs was not fully 
described but I suspected that they would entail some degree of intercultural 
collaboration. Other yearbooks from England simply referenced performance in other 
concerts and ensembles, field trips or simply enjoying a variety of different cuisine out in 
their host nation community. Mention was made of organized outings that were aimed at 
exploring the host nation culture. Outside of participation in these forums, which would 
have exposed students to different groupings and by extension enable cultural blending, 
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there were no specific references to music students benefiting from, developing or honing 
their skills through interculturally collaborative activities.  
Documents obtained regarding schools in Germany generally speak to some 
intercultural activities or relations. Some specifically referenced intercultural activities in 
music and sports and participation in festivals that involves groups from different parts of 
the world. There is also a language club that had a prerequisite that each member know at 
least two languages to engender greater appreciation for other cultures. One particular 
school (Frankfurt HS, 1962) made notable mention of its choral music club. For them, 
one of its aims was to ensure that the students were exposed to a wide variety of musical 
styles. Along with this was an emphasis on teamwork. Another school highlighted that its 
school marching/concert band was dedicated to achieving unity among the members. The 
forward to one yearbook captures the student’s experience in Germany: 
We are students of different backgrounds, different talents, different abilities, but 
we have one thing in common: we accept change. Travel has given us a sense of 
reality; it has given us maturity. We have met people and have come to 
understand them... we know that life is people. We have had to condition 
ourselves, said goodbye to present times [and embrace] the future. Sometimes it 
has been hard, but no matter what, our lives have revolved around change having 
been exposed to different cultures. (Ludwigsburg American High School, 1964, p. 
3-5) 
A yearbook from Italy (For High School, paint an even more vivid picture of 
intercultural experiences. I got the impression that the school was intent on exposing the 
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students to the culture of the host nation as several mentioned field trips to conservatories 
for an intercultural music education. (Forrest Sherman High School, “Sherman Log”, 
1972) The importance of music education was made very evident from the Italian 
yearbooks gathered. This was opposed to the offerings of other arts programs, including 
visual and studio art as well as dance and drama. There was also reference to how well 
received the school bands were within the host nation. It was clear from the yearbook that 
the Italian school music program was well developed and geared towards engagement 
with its host nation counterparts.  
In Portugal, references to intercultural collaboration between the music students 
of the school band and the community are made. The caption to one photograph briefly 
states that members of the school band were also required to play in the community band 
as well (Lajes HS, “Taurus”, 1993, p. 38). Though the extent of this collaboration is not 
detailed, it would appear that intercultural collaboration was used to strengthen 
community relations. References were made to intercultural collaboration of fine arts 
students with music students in a visual and performing arts seminar of 150 LOASS 
European high school students. Intercultural collaboration was used in this respect for 
professional and personal development. 
On one page of a yearbook from a Bahraini school is a hand-drawn image entitled 
“School of Twenty-Nine Nationalities” (Bahrain School, 1977, p. 72), which seems to be 
recognition that the school is not uniform in its cultural composition. However, it is noted 
that the title speaks to nationalities and not cultures. The image itself depicts children of 
attired in traditional dresses of four different cultures: African hunter, Middle-Eastern 
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sheik, Japanese girl in kimono, and one that appears to be an American cowboy (See 
Image 1). The image was not expressed as part of the school’s music education program 
but reflects the attention the school pays to exposure to various cultures.  
  
Image 1. “School of the Twenty-Nine Nationalities”, 1977, p. 72 
A particular yearbook (W.T. Sampson H.S., 1975) indicated the American 
students in Cuba had been “rather cut off from the rest of the world” (p. 27). The authors 
immediately follow that statement with praise for the activities that were deemed 
“American” suggesting that there has been little or no interest of experiencing the local 
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host nation culture. As such, there is no specific reference to collaboration, specifically in 
music education or otherwise. Even the photo that captures band members in an outside 
the school context (p. 51) shows students who appear to be from different races and 
ethnicities, but not specifically where they were or what they were doing as an ensemble. 
I felt it impossible that such a group existed without some assimilation or acculturation to 
their host nation. Contrary to my belief, there is no explicit reference to ICs through 
activities in either music education or any other group in the schools of LOASS-Cuba. 
From a school Belgium, evidence was obtained of students mingling with children 
from the host country. It was not made clear whether this was part of the music 
curriculum. Students, nonetheless, were allowed to meet and interact with students from 
various cultures. When mention was made of the schools choir, the intercultural nature 
was emphasized. “International was the spirit of the chorus this year. American, Belgian, 
Dutch and German students contributed to the varied flavor and tone of its music” (Shape 
American Elementary School, 1986, p. 111). 
A yearbook image from a Japanese school clearly depicts children from different 
cultures posing for a photograph (Stearley Heights Elementary School, 1993, p. 1). 
However, it does not appear as though they were interacting beyond posing together for 
the image. American children dressed in cultural garb occupy one side of the image, 
while those seemingly from another culture appear on the other side. That same school’s 
yearbook from 1996 (p. 61) shows some IC in music, but unlike other images in this 
series illustrate some interaction of different cultures, there was no clear evidence of 
interaction within music education. When recounting the history of the school, one 
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publication noted how the Americans, 
[They] brought with them their books, their teachers, the way they live and work 
and study. They served as an example for Japanese educational authorities who 
visited the schools… They helped to transfuse the new blood of democracy into 
an old country” (Stearley Heights ES, 1993). 
Another Japanese school mentioned their exchange club in one publication 
(Tokyo “Sensu: Closing the Cultural Gap”, 1971, p. 23). The stated purpose of this club 
was to “promote good Japanese-American relations” (See Image 2). As found in some 
other schools, this program involved students from the school and from the host nation 
getting the opportunity to experience one another’s culture.  
 
Image 2, Tokyo, “Sensu: Closing the Cultural Gap”, 1971, p. 23 
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Activities and assemblies for students at Zukeran Elementary School in Okinawa, 
Japan were used as a means for closing the cultural gap by bringing in taiko drummers 
and eisa dancers to perform for and collaborate with the children or other stakeholders 
(See Image 3). The school, on the whole, saw themselves as a vehicle for transporting 
American culture into the Japanese space.  
 
Image 3, “Zukeran Elementary School”, 1996, p. 61 
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Mention was also made of a Christmas program inclusive of Japanese 
schoolchildren one year and was described as international in flavor. Japanese, American, 
and Indian cultural expressions combined to put on the show for the community. It was 
spoken of in favorable terms, and it was presented as well received by all in attendance.  
Stars and Stripes 
From the Stars and Stripes newspaper and its online archives, one is afforded a 
glimpse into the role music education played in the life of the LOASS schools. Within its 
pages, one can gain insight into the lives and experiences of military families overseas 
and even search for stories on school music teachers and their students. Music programs 
provide one of several venues in which LOASS communities can interact. Such 
interaction can provide benefits for students, teachers, parents, and the host nation 
participants. I used this fully searchable resource to locate journalistic evidence to 
substantiate these claims and to, if possible, find further connections through ICs. 
There were a number of articles that displayed the quality of music teachers 
present at the school. In one article (“Mannheim music teacher certified for excellence”, 
1990) the story was shared concerning a music teacher in an elementary LOASS school 
who was admitted to the National Registered Music Educators registry in Mannheim. 
Another (Buffett, 1995) recounts how a LOASS schoolteacher in Okinawa was awarded 
1996 Teacher of the Year award. This particular teacher was not the only music specialist 
to have received that award. Another article (Moats, 1971) shared how a music teacher in 
a school in Japan was given the privilege of playing with the Hiroshima Symphony 
Orchestra, a privilege afforded only to the best of instrumentalists. These well-trained and 
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experienced teachers could be relied upon to deliver high quality music education to their 
students.  
Some news articles also tell of barriers that impose limits on the music programs 
in LOASS schools. For example, one article (Lewis, 1997) recounts how a large group of 
teachers were disgruntled because budgetary cuts were affecting music curricula. Many 
of the teachers felt a loss of music education offerings would result in reducing students’ 
awareness of cultural diversity in their host nation communities. Another (Walczak, 
1988) tells how the increasing costs of costumes for programs created a barrier to music 
activities. Funding restraints meant that musicals had to be put off, rescheduled or 
cancelled, as the LOASS schools had no budget at the time for such shows. In yet another 
instance, (Kruger, 1982) there is the story of an annual arts festival for the Atlantic region 
that also suffered from lack of funds. During the opening ceremony, the program 
coordinator shared with the audience that the event was not being officially funded. 
Although not intimated in print, such public disclosure of funding issues can be met with 
reprisals. The consensus was that when overall school funding was inadequate, the music 
program was amongst the first to suffer (Lewis, 1997).  
Many music program organizers have had to develop strategies to cope. A 
heartwarming example was the Very Special Arts Festival (VSAF) in the Philippines that 
gave handicapped students the opportunity to participate in the arts (“VSAF aids 
handicapped students”, 1981). Although lack of funding was somewhat of a hindrance, 
the organizers were able to raise enough money by holding a variety of fundraisers and 
through several appeals for assistance. They were also able to obtain some logistics 
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support from the LOASS. This too was seen as an opportunity to interact with the culture 
of the host nations and as such, measures were put in place to ensure it occurred.  
Language was also referenced as a barrier to such collaboration. It seems to have 
not been as debilitating as previously mentioned lack of funding, however. For example, 
one of two Americans allowed to play with the Hiroshima Symphony, shared how the 
language difference was apparent but not a real hindrance (Moats, 1971). The 
instrumentalist noted having had a problem seeing the music because of where it was 
placed on a music stand. This potential challenge was remedied quickly, as each non-
English speaking host nation stand-mate was ready and able to lend a helping hand. Here, 
the language of music and its rehearsal procedures superseded their individual tongues.  
Stories within the Stars and Stripes digital archive also recount several unique 
intercultural concerts and festivals of a collaborative nature. For example, there were the 
Friendship Concerts in Japan that involved mixed choirs and solo performances by 
children from America and Japan (“Friendship Concert”, 1958). During these concerts, 
children from either nation were allowed to perform national songs, as well as join in 
choral singing with one another. These concerts seemed to be an expected event within 
Japan and appeared to have been well planned. Although there were three examples of 
this particular event in print, one can infer that it was likely not a continued program 
having been spotlighted in 1951, 1958 and 1961.  
Another story highlighted the LOASS German Select Choir that was given an 
opportunity to tour within the Soviet Union (Jones, 1990). Interestingly, this group was 
referred to as “ambassadors”, as they were “created to take American music to the Soviet 
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Union” (Jones, 1990, p. 9). As is often the case with an exchange, the activity was in fact 
simply unidirectional, rather than seizing the opportunity to collaborate with one another. 
One student said, aside from wanting to “clear up some …perceptions about us”, the 
purpose of the tour was in part to dispel the “perceptions of Soviets being mean” (Jones, 
1990, p. 9).  
One article also shared with its audience, information about a regularly held 
German and American music live-in seminar organized for the express purpose of 
cultural exposure and intercultural collaboration (Coles III, 1978). What is most 
interesting in this article was the mention of an intercultural education coordinator who 
worked alongside the music coordinator in designing the experience. Such a position was 
not mentioned elsewhere but may have existed in other jurisdictions. The presence of 
such a position may have been the factor behind the clearly intercultural nature of this 
activity. The quota of German to American students was controlled, not only while they 
worked but also while they socialized as well. Both German and American students 
shared that they learned much of each other’s culture from the exchanges and social 
interaction, but it is not clear if students thought of the activity itself as musically and 
interculturally collaborative as well. There was also a story about the introduction of big 
band music to Italy during an All-Italy Band Festival (Cabot, 1984). Students from 
LOASS schools all over Italy collaborated to share in a musical style that may not have 
been able to Italian musicians otherwise. 
Intercultural opportunities were not always offered exclusively to students, 
however. Some articles mentioned that teachers and parents were also provided these 
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opportunities. During a session of the European Music Educator’s Association 
conference, teachers were exposed to Polynesian music and remarked at the complexity 
of it (“Teachers tune in on ethnic music”, 1973). Teachers were also allowed sessions to 
share education strategies and experiences with each other. Another story mentioned 
earlier (Moats, 1971), shared how a music teacher and the wife of another teacher were 
able to join the Hiroshima Symphony Orchestra. Ms. Potts shared her belief that the 
hospitality received from her Japanese stand mates was because “they’re just so surprised 
to find Americans interested in music” (Moats).  
In most cases, these experiences were described as enjoyable and instructive. The 
students and adults who participated in similar events found the experiences worthwhile 
and enjoyable and were able to recount pleasant memories. Additionally, there were 
many mentions of stereotypes and perceptions being transformed because of the 
interactions. A German student who participated in the live-in shared how “Americans 
are not really the way many of us imagine them to be” (Coles III, 1978). In only a few 
isolated cases, was there any mention of participants who were uncooperative or did not 
seem to benefit from the experience. 
Memorabilia 
Some respondents were also able to share photographs, concert programs and 
other memorabilia that spoke to their experience within the school systems. These were 
also examined for any evidence of intercultural collaboration within music education. 
The concert programs collected illustrated the variety of genres and artistic expressions 
utilized by LOASS music students. Some displayed the list of pieces that were rendered 
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at the various events. The selections were certainly not exclusively from one American or 
Italian traditions. During a concert in Sorrento, Italy, the program listed band selections 
from “The Wiz” as well as “Battaglia”. The chorus featured a pairing of songs “Quando 
Corpos” and “Ain’t-A That Good News” back to back. This variety of repertoire 
represented an attempt at exposing the audience to a taste of each culture involved in the 
performance (see Image 4).  
 
Image 4, “Grand Program”, 1980 
The printed concert program from the 1980 Sorrento Band Festival also shows 
that band members were from eight different schools throughout Italy (See Image 5). 
These schools were not only LOASS schools but from the host nation as well. 
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Image 5, “Roster of Participants”, 1980 
Printed programs suggested LOASS students enjoyed Broadway-style music 
theater productions as well. Musicals like Fiddler on the Roof and Jesus Christ Superstar 
were produced by LOASS students at a school in the Netherlands in 1972. Former music 
teacher Landon (whose story is shared later as a part of the narrative integrated chapter) 
recalled that his programs represented variety and provided students an opportunity to 
share their musical talent in a number of ways (See Image 6). 
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Image 6, “Fiddler on the Roof”, 1972 
Landon (and other former teacher participants) also shared photographs they 
collected during their time as part of the LOASS (See image 7). Many of these are 
images of band and choirs during rehearsals and performances. From them, one gathers 
that these groups were large. They involved a number of students playing a wide variety 
of instruments. They tend to look very involved in the proceedings. It is suspected that 
the very tall conductor on the podium in front of the band is a guest from the host nation, 
but that is not at all clear. 
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Image 7, “Band Concert in Aircraft Hanger”, Lakenheath, England, c. 1982 
These choruses appear similarly large. It is not clear if this is a normal year’s 
concert on base, an exchange of sort or a true intercultural collaboration (See Image 8). In 
this example, an American middle-school choral director combines LOASS singers and 
their counterparts from the United Kingdom in a combined choral concert. The very large 
group performed a variety of traditional American folk songs and popular British music 
of the 1980s. The students are focusing intently on the director who also serves not only 
as the conductor but as ensemble’s pianist as well. It is not evident in this photograph if 
the host nation music teacher played a director role in this performance, but is likely to 
have done so. 
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Image 8, “Band Concert”, Lakenheath, England, c. 1983 
Photographs like the ones below (See Images 9 and 10), illustrate how American 
music students collaborated with host nation musicians in the first of several American-
Japanese joint high school concerts. The first image clearly displays students from the 
host nation, Japan, dressed in school uniforms and positioned alongside LOASS students. 
In a grand gesture, the American conductor leads the combined intercultural group in 
performance. It is evidence that one sees the combined intercultural band members 
playing in the same event with a Japanese music educator conducting as well. 
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Image 9, “American-Japanese Joint High School Concert”, c. 2003 
These two photos illustrate the shared collaborative responsibilities and musical 
leadership of both American and Japanese conductors. Their bands are seen performing 
together in a large public convention center and are playing only traditional European, 
not indigenous Japanese instruments. One retired music teacher interviewed revealed that 
although not pictured, this particular interculturally collaborative performance came to 
fruition following each group’s joint participation in a very prestigious international 
peace summit. At that event, combined LOASS and host nation choirs had the honor of 
opening the summit with the singing of Kimigayo and the Star-Spangled Banner, each 
country’s national anthem. 
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Image 10, “American-Japanese Joint High School Concert”, c. 2003  
American holidays such as Christmas also provided students with great 
opportunities to perform in nearby Japanese communities. As indicated on the banner in 
the background of the next photo (in both hiragana and katakana), students might perform 
as unofficial ambassadors within their host nation as well (see image 11). It is likely this 
is an example of unidirectional cultural exchange or normal LOASS school concert rather 
than omnidirectional intercultural collaboration. In either case, performances for or with 
host nation community members is neither a standard expectation, nor is it a part of the 
LOASS curriculum. 
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Image 11, “Christmas Exchange Concert”, Misawa, Japan, c. 1998 
In a recent exemplary event (2013), nearly 100 American and Okinawan choir 
students pose for a mid-rehearsal photograph (see image 12). Intermixing of host nation 
and LOASS singers in Okinawa allowed for musical and social interaction in the music 
room of Shuri high school. Students are smiling and clearly enjoying simply being 
together. It should be noted that the following week, the same IC experience was 
duplicated at the LOASS high school as well. This series of musical activities was 
therefore not only an exchange, but also a true intercultural collaboration, as groups 
performed together as co-equal partners, not just for one another in a participant/spectator 
scenario and not only at one or the other’s school. 
 
Image 12, “Shuri High School Intercultural Collaboration”, Okinawa, 2013 
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Summary  
Of the articles, yearbooks and photographs analyzed, only a few made reference 
to activities in music specifically as a vehicle for intercultural collaboration. Some of 
these relics provided examples of how music could be used to encourage community 
involvement and strengthen community relations. Individual articles contained stories of 
teachers who spoke of ICs as enhancing their professional lives and how participating 
students’ developed their social and musical skills over a long continuum. A review of 
the other artifacts revealed that music programs were offered within the LOASS and were 
integral to the cultural life of the school but rarely did the articles or photographs address 
exactly how. Many teachers, music students, performing ensembles and concerts were 
singled out over the years for their exceptional contributions to music education. Rarely 
was there mention of opportunities for musicians at the school other than in support of 
sports teams or at normally scheduled seasonal concerts. 
Ultimately, musical activities were not common opportunities for interaction with 
other cultures. While some artifacts made reference to class trips taken by student groups 
to experience the host nation’s culture and people through visits to various sites, there 
were no specific references made as to whether these ever included members of the 
school’s music program. References were made to cultural instruction within language 
courses, but not with respect to music students. Archival documentation of intercultural 
collaborations through activities in music education overseas was the rare exception 
rather than the rule. 
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CHAPTER 4: IN THEIR OWN WORDS 
 I have taken great care in presenting ordinal demographic data from survey results 
to inform the reader of the full breadth and depth of the intercultural collaborations 
experienced by two separate LOASS participant pools. Those results, when coupled with 
extensive artifact analyses and commentary, form two legs of our antenarrative triangle. 
By adding comprehensive qualitative interview analyses to this chapter (a summary of 
emergent themes, coded at numerous nodes can be viewed in Appendix VII), the study 
culminates in a series of integrated narrative stories comprised of each participant’s own 
words. In doing so, our triangle is completed. 
As the narrative inquirer, I utilized an interpretive paradigm (Bresler and Stake, 
1992), sometimes revisionist in nature to re-envision history of ICs by “writing fresh, 
meaningful interpretations” of the data (Pemberton, 1987, p. 213) in storied form. Each 
unique, integrated narrative followed the same, uniform progression of interview 
questions asked (See Appendix V), and incorporates survey comments and archival relic 
analyses where appropriate. 
Types of Collaboration 
These types of intercultural events are really positive and kind of vital in making 
connections rather than something kind of superficial. It’s a more positive thing 
that we could even anticipate experiencing with each other. It’s a real organic 
process and shouldn’t be something contrived. (Julia, 1990s and 2000s, Japan) 
This quote, extracted from a former music student’s interview supported an 
overarching emergent theme that detailed different types of interculturally collaborative 
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activities experienced within the LOASS. The most common types mentioned include 
specific performances or concerts, music festivals, travelling performances, choir 
performances, spontaneous collaborations, and combined rehearsals. The diversity of 
these experiences is evident in each narrative summary. Julia, the only participant who 
was both a former music student of LOASS and later, a system music educator begins her 
descriptive recollections first from the perspective of a student, noting several different 
opportunities and different types of experiences. She is careful to not confuse her 
experiences as a former LOASS teacher with the much different student perspective she 
had held a decade earlier:  
So, as a student I remember vaguely that we did a lot of stuff with the community, 
but it's all kind of blurred together. One that sticks in my mind was when we 
played at the opening of the local mall. It was kind of a different world outside the 
base from the next town over 20 minutes away, and they were opening this big 
shopping mall. Our band was invited to perform at their opening ceremony, and 
there were some Japanese schools there that were also performing. I remember 
feeling like the community people who organized it made it into a really big deal. 
They made us feel really important and really special so I thought that was cool. I 
don't remember playing with them at that event but we all watched their 
performances, they watched our performances, and we got to socially interact 
with each other. So that was a really cool experience, because we got to practice 
our different languages. I do remember we did at least one collaborative kind of 
thing. It was just a rehearsal during the day at the school and we went to a 
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Japanese school and played in their cafeteria or gym, wherever it was. But we had 
all prepared pieces and played altogether and that was a lot of fun, because we all 
sat next to the other students. Even though we couldn’t for the most part 
communicate verbally with each other, we could still communicate in other ways 
easily. The directors, our director and the Japanese director worked with all the 
students. So that was a really good experience culturally. (Julia, 1990s and 2000s, 
Japan) 
Key Stakeholders 
Interview participants described the key stakeholders involved in musical 
intercultural collaborations, which included a gamut of community, military, host nation 
and school personnel involvement. Most commonly cited participants responsible for 
supporting and promoting collaborations included: (a) the teachers and music conductors 
at both on and off-base schools; (b) community advocates on the base and in host nation 
communities; (c) other host nation representatives or civic leaders, and (d) the event 
coordinators. Support from other stakeholders was also mentioned: parental and bilingual 
students’ who served as translators; administrative support in providing facilities and 
transportation; military base command for granting host nation visitors permission on-
base access, and civic, consulate or embassy officials for the diplomatic endorsement. 
The primary stakeholders responsible for initiating and implementing 
collaborations were the music teachers and/or conductors from the LOASS schools. 
Teachers like Bernice reached out to the host nation, going outside their comfort zones 
and taking risks to support cultural and musical learning experiences for their students:   
139 	  
	  
We supported it, suggested it, and encouraged the teachers to do this kind of 
thing. But it was more often times I would think, good teacher initiated. Now at 
the secondary level, I mean we planned workshops. For example when we had the 
workshop of ‘Creative Connections’ then my role at that was to provide five 
classes in the area of music. So we would always have those who were LOASS 
teachers and outside specialists involved. We usually had a string group, a choral 
group, a dance group, and then later it included a jazz band kind of thing as we 
expanded. (Bernice, 1970s-2000s, Germany) 
 Jackson was a master-teacher and fine arts coordinator in his nearly three decades 
in the LOASS. His intuitiveness and ability to forge partnerships was particularly 
enlightening, in that he knew better than go it alone. The sole participant with both 
Central American and Asian theater teaching experience, Jackson knew that having all 
the adult stakeholders (parents, teachers and administration) involved in the planning 
process was the only way in which an IC could be successful. The barrier foremost in his 
memory was scheduling. Scheduling involved careful planning sometime months in 
advance and only under advisement of both LOASS and host nation administrations: 
Every now and then you might have a base function where students might say it 
would be fun if the choir can sing at that place, but that was a very rare 
occurrence for a student to suggest a performance. It was always the instructor 
that had to be willing to reach out to the other host nation instructors and school 
administrators and say we would like to do something collaborative, something 
combined. That was another major, major, major hurdle … you have to have the 
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adults involved every step of the way. They are the ones that have to be willing 
first, including the two music teachers. Then you have to have the support of the 
school administrators that would allow the collaboration to take place. But when I 
say the word allow, I don’t mean in the sense that we don’t want our students to 
have contact; it’s allowing things like scheduling to happen so that a combined 
rehearsal can even exist on the calendar so that concert can be scheduled. Usually 
it’s more difficult to convince administrators that it’s possible than to convince 
the students. … It took a teacher willing to follow up, willing to say, ‘yes, I want 
to go ahead and try and do this’ and then to ultimately be involved in this little 
town host nation festival or whatever. (Jackson, 1980s-2010s, Panama, Japan and 
Okinawa) 
Motivation for Collaboration 
Oftentimes, self-proclaimed adventurous former students like Anthony looked to 
their teachers for IC experiences, only to be disappointed at the lack of such musical 
opportunities provided. He pointed to imbedded bureaucracy and not solely at his 
teachers as primary barriers. As a result, Anthony took it upon himself to look outside of 
what he called ‘little America’ and forge his own path. He attributes that drive to having 
no aversion to risk-taking and a willingness to leave his comfort zone: 
I think it takes a kind of motivation, like something that is a part of somebody’s 
personality, and something they’re just born with. I mean someone has to have a 
somewhat, fairly powerful yearning to foster a situation where it’s not just about 
themselves, but so other students in their school can all have some sort of 
141 	  
	  
collaboration with other Host Nation students. That’s something that not everyone 
is totally motivated to do because it’ll involve a lot more work. Although I think 
collaboration’s a very good thing, a lot of people just don’t have the motivation to 
put forth the effort needed to participate in or create situations like this. 
(Alexander, 2010s, Germany) 
Members of both participant pools offered insight into the social, personal, 
professional, and cultural motivations needed to support their desire for intercultural 
music collaboration. Within this overarching thematic category, four thematic sub-
categories emerged: (a) social interactions and making intercultural connections and 
relationships; (b) professional motivations centered on providing resources and 
opportunities to students and teachers; (c) motivations related to personal 
accomplishments and experiencing new musical opportunities; and (d) cultural 
motivations that support students and teachers as cultural ambassadors and 
representatives. These thematic sub-categories transcend geographic and time 
circumstances, revealing themes consistent with the phenomenon and more specifically, 
the motivations needed for participating in scholastic intercultural musical collaborations 
within the LOASS. Appendix VII provides a summary of the variety and the associated 
frequency of responses to highlight commonality across multiple participants. The 
responses that were most often mentioned across different geographic and time 
dimensions support each general theme.  
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Social interaction. 
In our collaborations we actually went someplace. We stayed there overnight and 
had a social interaction with students from other schools. That was a big, big deal, 
and then the performance seemed much more meaningful since we felt more 
connected to the Italian community. (Missy, 1980s, Italy) 
The data support the theme of the motivation of social interaction and making 
relationships as a motivation for collaborations. This motivation is at least in part 
supported by the desire to break social isolation between base and the local culture and its 
people. An inward focus on American values and experiences was mentioned throughout 
interviews of former students and teachers alike, regardless of era or geographic location. 
For example, retired teacher participant Bernice stated, “I think at all levels and in 
different parts there was always a concerted effort to have associations with the local 
communities, but that didn’t always happen.” (Bernice, 1970s-2000s, Germany)  
Students as well as teachers affirmed this notion. For example, former student 
participant from Okinawa, Joshua discussed building connections and a sense of 
community outside an individual’s smaller living space of the base. “A big part of that is 
trying to build community. I think that's really the biggest motivator; building 
connections, building community, building interest in what's going on outside of 
whatever little bubble you live in.” (Joshua, 2000s, Okinawa) 
This goal of relationship building was distinct from standard concert goals 
measuring progress or showing off for parents and family, and even allowed the students 
to expand their views of the world. Former student participant Jeffrey from a school in 
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Okinawa, Japan explained: 
I think that the motivation behind such an event actually differs a lot from our 
standard concerts that we did for the school. We weren’t just using it as a baseline 
to measure how far we progressed or show our parents what we've done, or even 
for the school itself. We are looking for a greater goal in forging relationships, 
and expanding ourselves. (Jeffrey, 2010s, Okinawa) 
Social motivations often crossed over into cultural motivations. Others wanted to 
break the social isolation of the base to interact with the local host nation students and 
culture. For example, Marcella explained the motivation to provide these types of 
opportunities to the students through promoting the musical activities one could 
experience off base: 
You just wanted to do things for the kids. That’s one of the biggest things to give 
them. Those one-of-a-kind opportunities to participate with other cultures and to 
experience the Japanese culture were very unique. We tried to encourage each 
other to not just stay on base all the time, but to get them off base so they could 
see what is out there. That was a really motivational ‘big picture thing’ too. (RT9, 
Marcella, 1990s-2010s, Japan) 
Cultural motivation in serving as ambassador and gaining respect for and 
understanding of host culture.  
Well, of course being a proud American living overseas and trying to be a good 
ambassador of our country, I always wanted to put my best foot forward and be 
respectful of the country I was living in. I wanted to give my students that same 
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sense of discipline and perspective. Hopefully, students will have shared in an 
experience that they will carry with them for the rest of their lives, and we’ll 
continue to do what I think we should do as ambassadors and educators, foster 
relationships that will hopefully last throughout their lives. (Stephan, 1990s, 
Belgium) 
Another thematic subcategory related to cultural motivation for intercultural 
collaboration related to serving as a cultural ambassador for one’s country. At the same 
time, participants gained respect for and a deeper understanding of the host country 
culture, particularly as it relates to music. Bridging the social and the cultural dimensions, 
Julia spoke of breaking the pattern of isolation and supported a broader worldview with 
respect for other cultures, as well as creating a sense of goodwill: 
I think number one, we needed to develop a greater awareness of the world, 
recognize that we are in another country. You need to have that experience and 
not stay isolated on the base. I don’t think we really understood that there was a 
bigger broader world out there, not just our little life. For me, broadening my 
worldview I think it was really important. As a music teacher, I wanted my 
student to develop respect for the local culture, and for the host nation. I always 
felt that the more they would interact with the local people, the more they would 
be respectful of their culture. The other thing was, I had experienced other events 
that gave Americans a chance for positive public relations in the community. 
There’d been some negative events that had nothing to do with our students, but 
you know sometimes in other countries it doesn't matter who did something bad, 
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because everyone is kind of lumped together. We helped to create a kind of 
goodwill in the community. (Julia, 1990s and 2000s, Japan) 
Retired teacher Bradley, who taught in Germany from the 1970s to 2000s, 
contended that the exposure of the students to the culture of the host nation was the 
teacher’s responsibility as an educator. Music was a tremendous vehicle through which 
musicians could pursue cultural enrichment, which also translates into professional 
motivation for engaging in collaborative efforts: 
I felt it personally very important that the students be exposed to the culture in 
which they live, and I thought that it was my responsibility as an educator if it 
wasn’t coming from the home source that I had an obligation to do that as a 
teacher. I had a very good way of doing it through music and so it was an ideal 
way for me to get these kids out in their local host nation communities. (Bradley, 
1970s-2000, Germany) 
Professional motivations for teaching and learning. 
 Choosing the right genre of music to perform collaboratively is important as well. 
American jazz was to many, a perfect choice to perform on or off base. It was novel and 
it was really American:  
It was jazz that opened the door and helped us build relationships, which is a big 
factor if you want to collaborate. And at these gigs, it’s not just like on base where 
you’re performing for mom and dad. It isn’t like performing in your living room. 
We were in a real live jazz club with real live sound and light people. It was just a 
professional experience that I’d never forget. (Jonah, 1980s, Germany) 
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Teachers had professional motivation for musically collaborating. Most took 
advantage of the resources offered by an overseas environment. Many saw in ICs, 
opportunities to experience and learn from another cultures and personally learn from 
other host nation teachers as well. The abundant cultural resources were felt important 
not to ignore as a teaching tool. Similar to the previous example given by Bradley, most 
participants agreed it was the teacher’s responsibility to provide these intercultural 
experiences to students. This overlap of social, cultural, and professional and personal 
motivations was evident in the interview with former teacher Jasper, who explained: 
I did everything really for the kids, so my primary motivation was to search out 
the local schools and suggest combined concerts for all the parents both on and 
off base. This turned out to be very well received by all. Another huge motivation 
was to see a larger "International Community Band" develop. It worked out well 
in many areas; students getting to know one another and establishing friendships. 
By adding host nation players, the instrumentation filled out too and did not hurt 
at all. I think we all took credit for it and shared in an enhanced performance of 
quality literature and established lasting friendships. (Jasper, 1970s, Iceland) 
Retired teacher participant Donna discussed her teaching goals and how the use of 
collaborative events could support the universality and appreciation of music across 
genres and cultures. Donna intuitively set the bar for her students even higher than she’d 
set for herself. Because the veteran music teacher lived and taught in the Republic of 
South Korea, she quickly became aware of the culturally different ways in which 
American parents approached their children’s education when compared to those families 
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on the peninsula. The demands on the children (and herself) she recalls were 
extraordinary: 
Well, all of my kids, even the kindergarteners were exposed and expected by their 
parents to read music. I feel that is an essential part of every music program 
anyway. That was one of my expectations, that all kids would read music. The 
Korean children’s parents always supported this requirement. The other 
expectation was to develop an appreciation for different genres of music. (Donna, 
1980s-2010s, South Korea and Okinawa) 
Personal motivations of accomplishment and availability of new opportunities 
for growth. The third thematic subcategory of motivations highlighted personal 
accomplishment and taking advantage of new musical opportunities for growth in the 
host nation. This was true for students and teachers alike.  
Former music student Roxanne attended LOASS schools in both Europe and in 
the Pacific and sang in honor choirs in both locations. She detailed her memories of 
social interaction in Japan, but an even greater sense of personal accomplishment in 
having rehearsed and performed with a European honor choir in a (unbeknownst to her at 
the time) world-class venue at absolutely no cost. Located in Bad Kissingen, a small town 
in Bavaria that was once a part of East Germany, the rehearsals and performances were 
always held within the Regentenbau. The acoustics are so good that the Bamberg 
symphony uses this venue to do their recordings with Deutsche Grammophon and Tudor 
Records. Because in essence, the town of Bad Kissingen played host to the LOASS 
musicians each year for their weeklong festival, some students and their teachers may 
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have taken this access for granted. For singers like Roxanne however, it was a 
motivational tour de force: 
The motivation for the students to want to go is so different from the two 
experiences. I think I have more memories and I’m proud at my time in Europe I 
think because it was such a huge feat. When I performed there, and I’ll never get 
to perform in such a venue again, I think it was breathtaking! I’ll never forget the 
experience when I got to be in Europe and stand on that stage. I think for me that 
was the biggest thing. I have more memories from all the students in Japan, but I 
have more memories of musical accomplishment from Europe. (Roxanne, 1990s-
2010s; Belgium, Italy, and Japan) 
Impact and Benefits of Intercultural Musical Collaboration 
Bernice, former teacher and fine arts coordinator, now in her late-80s, shares one 
of the earliest memories of the impact ICs had on her and her colleagues. Their inevitable 
benefits are vivid in her storytelling too. Meek and humble to this day, she recalls the 
1970s as the “good ‘old days”, a time when Europe was ripe with opportunity: 
Many of the teachers did combined concerts with students in their areas. It’s an 
internal thing though, usually limited to good, talented music teachers. They 
wanted the American students and those in our host nation to have richer, fuller 
experiences that left a lasting impact. I’ve always believed that collaboration has 
an impact on learning for the teacher’s benefit as well. They continue to learn and 
grow as much as the students. That’s something I’d wager the students would 
never know. It was a joint venture and the fun of doing this together. So, that 
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meant that your students would learn some German songs and that they would try 
to learn an American song or a song with English words. The impact was evident 
on the faces and in the applause of the German audience as well just because of 
the effort we made. Our music in that activity was an intercultural way of 
communicating with other people. (Bernice, 1970s-2000s, Germany) 
Participants frequently discussed the impact of the collaboration in terms of 
benefits to students, teachers, and the programs. Four thematic sub-categories highlight 
the impact and benefits related to (a) program and artistic benefits, (b) social impact, (c) 
cultural exchange and understanding, and (d) enhanced learning. These emergent themes 
and frequency responses can be found in Appendix VII as another way in which to 
inform readers and give context within this study. As with the previous thematic 
subcategories, each impact within the context of collaboration transcends geography and 
time.  
In the pages that follow, I provide a narrative-integrated account of the impacts 
on, and benefits of intercultural musical collaborations experienced by most participants. 
Their stories are related to collaborative efforts by entire teams of stakeholders including 
teachers, students, administrators, military representatives and their host nation 
counterparts in terms of cultural exchange and intercultural understanding. Common 
responses noted across participant pools highlight the key themes within this category.  
Program and artistic benefits. Intercultural music collaboration was felt to 
promote certain program and artistic benefits for the music students and teachers in the 
LOASS. Themes included offering unique and memorable musical opportunities: 
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combined concerts with host nation musicians; opportunities for travel; interactions with 
other conductors/directors, and benefits to personal artistic/musical skills. More than half 
of the interview participants similarly noted the collaboration as offering truly unique and 
memorable musical and aesthetic experiences.  
Former student participant Missy, who attended the LOASS in the 1980s in Italy, 
discussed the meaningful and memorable nature of her experience, noting elements of 
social interaction, combined concerts, and interaction with other music directors: 
The performances seemed much more meaningful. We were providing music to 
the community and it wasn’t just to sing or play at the school. For instance, one 
time we sang in front of the Base Exchange and someone mentioned they had 
read a story in the newspaper, Stars and Stripes about our off base trips. The 
school newspaper’s story told of how interviewed students appreciated the concert 
with its social interaction off-base. When we went someplace it seemed that much 
more special also because we had a lot of interaction with other music directors so 
it wasn’t just our own conductor. We were more exposed to other Italian people in 
their communities. It was really something because in the end, all the band and 
choir kids from both countries combined like we never had before at any level. 
(Missy, 1980s, Italy) 
Roxanne, also a former music student, described how the ICs in which she also 
participated provided once in a lifetime, memorable experiences in both artistic and 
social ways: 
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Most people don’t ever in their lifetime get to perform in such a huge, amazing 
arena like that German opera house. That, and the highest quality music we 
shared is something that I’ll never forget and I’m sure the people from the host 
nations that went to see it will never forget either. My experience in Okinawa was 
altogether different social experience. In Asia, I got to visit and work on a more 
personal level with other kids too! It’s something I’ll carry with me because being 
able to participate in something so extravagant off the American bases means 
more to me than so many other memories I made on the base. I just now 
remember that I spent a week in the heart of a foreign country being applauded by 
the citizens of the country for something that I contributed to. So you can’t 
replace that with anything else. (Roxanne, 1990s-2010s, Belgium, Italy, Japan) 
Even though retired teachers Jackson and Landon taught during different eras and 
within different countries agreed that their IC experiences offered one-of-a-kind musical 
experiences for the students and teachers. In Jackson’s case, he and his students were 
invited to perform Japanese and American national anthems at the opening ceremonies of 
the Kyoto International Peace Summit. They combined with local host nation musicians 
from both large and small schools, which led (later that week) to a first of its kind 
Japanese-American friendship concert: 
The impact of the summit was, ‘Wow!’ We got to perform before this big 
audience of foreign dignitaries, and that was real special. But in retrospect, 
combining with and performing for average Japanese citizens may have built 
more bridges than the huge event we had earlier that week. You see, anytime high 
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school kids get asked to perform at a major event like a conference of any kind it's 
something to be remembered as a special time to them. But the one-on-one social 
interaction at the smaller event was priceless. We have the pictures to prove it! 
(Jackson, 1980s-2010s, Panama, Japan and Okinawa) 
On the other side of the world, Landon and his musicians found themselves in 
Hyde Park in London, just a stone’s throw away from Buckingham Palace when none 
other than Queen Elizabeth II and her entourage strolled by in a Baroque-style carriage. 
“How many kids can say that? That they performed indirectly of course for royalty and 
things like that! The opportunities just seem to me as one-of-a-kind for music students to 
participate in situations like that” (Landon, 1980s, England). 
The combined concerts were felt to offer students a unique cultural and 
performance experience. The days of being housed with host-families may be long gone, 
but complete integration maximized everyone’s experience. Recently retired teacher, 
Jonah’s own attempt at communicating in host nation languages during performances 
(Japanese or German) went a long way as he explains: 
I love the tradition of greeting the audiences in two languages, and being able to 
have interviews in both languages. I used to have this thing I did every time we 
performed. I had a script written in the local host nation language and read from it 
or had enough of it memorized. Those things are an important part of reaching 
across the aisle to make it not just a performance but also a complete cultural 
experience! (Jonah, 1980s-2010s, Okinawa and Germany) 
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The experience of the combined concerts was felt to benefit both the LOASS and 
the local community by playing quality music from each other’s traditions and supporting 
positive social interactions, a benefit that is discussed in the next section. Although 
partnerships were often short-lived because of the transient nature of music students and 
their teachers, the memories continue long afterwards. “The activity resulted in the 
mutual benefit to both LOASS and the local community … The primary outcomes were 
enhanced performance of the literature and establishing lasting friendships” (1970s to 
2000s, Bermuda and Iceland). 
Social interaction. Another key theme expressed by many participants across 
geography and generation was the social interactions experienced within the collaborative 
events. These social interactions and their associated cultural benefits were mentioned in 
some way by all of the participants. Some focused more on the cultural exchange 
component, and others on simply making friends within an intercultural social 
experience. Within the thematic subcategory of social impact, participant responses 
highlighted positive social interactions, connecting through music, diplomacy and 
encouraging positive views of Americans, fostering good relations with host nation, as 
well as recognizing social and cultural differences in school/home life and music.  
The most common response in terms of the impact and benefits of the 
collaborative effort was in supporting positive social interactions. Teachers and students 
from the 1960s through the present day shared similar experiences as evidenced by the 
following examples from retired teachers Jasper and Marcella, and former student 
Jeffrey: 
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It was arranged that all students were seated next to one another as much as 
possible. After the second year, friendships began to develop as many base 
students visited local music schools. So much more was gained not only 
musically but establishing enduring friendships. As mentioned, some powerful 
relationships started to develop on the part of the students. We teachers formed a 
stronger, long-lasting relationship with our host nation colleagues. The key factor 
here is the unique opportunity to deal with local communities in a positive way. 
(Jasper, 1970s-2000, Bermuda and Iceland) 
It was unforeseen that so many teacher participants would have served throughout 
their LOASS careers in dual roles first as teachers, and then later in their careers, 
supervisors of system music teachers. Marcella’s experience is representative of that 
duality: 
When I was teaching, we made sure kids were interspersed with each other, like 
you had Japanese clarinet players and then American clarinet players and so on. 
They were happy just sharing the music they were practicing together. A lot of 
my kids were bilingual, and so those kids served sort of has translators for the rest 
of them that didn’t speak Japanese or for the Japanese who didn’t speak any 
English. As a result, there was a lot of interaction that went on not only during 
rehearsal but especially during break time because the kids interacted with each 
other on a social and personal level. But later on in my career when I was 
approached by a younger version of myself (laughs) I admit I was more obsessed 
with the minutiae, and made sure that I provided a level of support above and 
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beyond what I received. We knew socially, the kids could be left on their own. 
They certainly didn’t need us old folks around to help them with that! Hindsight 
will have that affect on people, ya know? (Marcella, 1990s-2010s, Japan) 
Recent graduates like Jeffrey, remember sitting back and just soaking it all in. 
Although admittedly initially sensing a bit of fear and uncertainty, he drew upon what 
little Japanese he had learned, whipped out his cell-phone, took pictures and even flirted 
with girls a little bit to break the ice: 
I think the first time we came together for intercultural stuff, there was a lot of 
shyness with the Americans students in one corner and the Japanese in another. 
But by the time we left it was like I was hugging people and we were crying 
together, and it was totally different as though we were like brothers and sisters. It 
was some of the best days I had in high school. (Jeffrey, 2010s, Okinawa) 
These connections were forged through the music experiences and shared efforts 
of the teachers and students. Retired LOASS teacher Donna described this process of 
shared music experience in South Korea and how the efforts supported positive social 
interactions between students and teachers: 
So, the kids enjoyed their performance for all the adults but the highlight for them 
was interacting with the Korean children afterwards because they had a meet and 
greet with refreshments for them. Even though the Korean kids didn’t speak 
English very well, they actually sang some of our Christmas carols in English. We 
sat around for an hour and a half and sang with them. That was the highlight even 
though they got lots of kudos for their performance from the adults, it was that 
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mostly social interaction with the kids that then blossomed into having those two 
schools visit our school on base afterwards at least two more times. (Donna, 
1980s-2010s, South Korea and Okinawa) 
The students affirmed this connection through music as a means of transcending 
language or other differences. Resourcefulness seems to be the key, especially in terms of 
just trying out the local language. Former student Alexander noted: 
I think that experience helps me to really to see the world in a different way. I see 
people in a different way and am willing to meet new people even when I don't 
know their language. You have to figure out some way to connect with them and I 
found that music was a strong way for me to connect to people. (Alexander, 
2010s, Germany) 
Participants felt the relationships built were to foster good relations with the host 
nation and develop more positive views of Americans in general. The students learned 
through these social interactions cultural differences in home and school environments, 
and in the musical practice. Participants reported initially existing negative sentiments or 
perceptions of Americans in the local host community and felt the musical collaborations 
served to support more positive perceptions and acceptance. Julia, who was both a former 
music student in the 1990s and later a teacher for LOASS in the 2000s in Japan, 
described participants as being a positive force for change: 
I actually thought it was really important for us to be involved not just the military 
community but also the off-base community. Just because when I was in 
Yokosuka, off base there was kind of a negative perception of the Americans in 
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the community. I just really wanted to get out there and be a positive force for 
changing that. (Julia, 1990s and 2000s, Japan) 
Former teacher Spencer articulated that some countries simply lacked experience 
with and exposure to Americans: 
You take a place like Turkey. They had practically no communication with 
Americans other than when we went to their restaurants or their shops to buy 
stuff. So until I went to some of their schools, a lot of those young Turkish kids 
had never been close to an American so yeah, it was good from that point of view. 
(Spencer, 1970s-1980s, Spain, Turkey, Germany) 
This was true regardless of countries and time periods. Former student Missy who 
studied music in Italy during the 1980s supported the notion that collaborations provided 
opportunities for positive impacts on the views of the local community and ultimately 
greater cultural and social understanding: 
It allowed some of the students an opportunity to be out and about in the 
community in a real positive way and um… it also allowed the local community 
to meet the American kids and associate them with that base over there. I think in 
that way, that was a positive part of being diplomats and even young 
ambassadors. (Missy, 1980s, Italy) 
Jeffrey, another former student and recent system graduate (2010s), discussed 
how collaborating has real, tangible and intangible benefits in terms of diplomacy to 
organizations, militaries, among others: 
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On a tactical level you've got maybe like a Korean group of Marines training 
alongside United States Marines. On the grand scheme of things, that's a 
diplomatic move and is used as a means of doing other kinds of thing together. 
They were going to do this not because the guys on the ground got any better 
experience out of it, but because it is two countries’ groups working together and 
that something that has some kind of intangible benefit. I think the fact that we 
have big organizations like two separate militaries participating in the same thing 
is kind of evidence of the fact that it would be worthwhile if it were ever to 
continue. (Jeffrey, 2010s, Okinawa) 
Cultural exchange. A third key thematic subcategory was the cultural impact and 
benefit of omnidirectional collaboration, unidirectional exchange and simple exposure to 
the host nation culture, which provided a cultural landmark experience to participants. 
These themes were noted regardless of decade and across different LOASS locations. For 
example, data obtained from former students and teachers in the Philippines, Japan, 
England, and South Korea during a variety of decades from the 1970s to 2010s described 
their perception of cultural exchange and its benefits. “By putting that kind of event 
together you can provide both cross-cultural exchange and personal growth that can never 
be duplicated any other way” (Brian, 1980s, Philippines). 
Others recognized how easy it was to insulate and isolate themselves from anyone 
or anything outside the gates of their American military installation. A good teacher may 
have the power to change that:  
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There are all kinds of kids who are stuck in their little microcosm at school; their 
social sphere is of that school. They might have a couple friends at another school 
that may or may not be in a music program. I really do think it is primarily the 
role of the instructor, the teacher to make that happen. (Jacob, 1980s, Korea) 
Retired teachers Landon and Donna also noted this theme of cultural exchange in 
their experiences from England and South Korea. It is to be noted however, the pervasive 
tendency of teachers to characterize and describe exchange synonymously with 
collaboration. This is a significant discovery that will be later elaborated upon. That not 
withstanding, Landon recounts with joy, experiences from more than 40 years ago: 
How extraordinary and how positive of an experience as well as for the American 
students to be able to get out into the community and learn about the local culture 
in each of the communities where the bases are located. Learning about their 
culture prior to performing in that community was a two-way street. It was a win-
win situation when we shared with them and was later reciprocated as far as I am 
concerned. (Landon, 1970s-2000s, Netherlands, Turkey, England, Japan and 
Okinawa) 
Donna too was pleasantly surprised the degree to which the music also became 
important to the kids. Granted, her students were quite young. Perhaps it was the Korean 
culture’s high expectations. Donna knew that in general, American’s valued music as 
entertainment first, not as an aesthetic: 
I just thought that it would be a social one which it was but also I think the 
exposure of our kids to their music we didn’t really study their music except for 
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the National anthem which we had to sing at just about every engagement that we 
were part of. But, it was the pentatonic scale that made it real for them. That, and 
the kinds of instruments reminded them that Korean instruments weren’t always 
like their own. Their rhythm instruments they were very different than ours. 
(Donna, 1980s-2010s, South Korea and Okinawa) 
Teachers like Spencer, Jackson and Jasper mentioned how exposure of the 
students to the host nation culture created greater understanding between students and 
teachers alike in sometimes incredibly unique ways:   
Well a big difference is that my kids get to experience the culture of the country 
that we are in, and it’s not just always the country that we have to be living in like 
there was one year I even got to take my jazz band to Prague in the Czech 
republic and perform for the people in a great venue. (Spencer, 1970s-1980s, 
Spain, Turkey, Germany) 
Occasionally, young people assumed grand roles as diplomats. Their musicking 
was fodder for omnidirectional interactions. Jackson is convinced the contributions of 
young people to an intercultural event would not have been as vast senza the music:  
They all felt that was very much a landmark experience in their overseas, musical 
experience. You need to understand, for the short time they were overseas (most 
of them only been there two or three years) it was a landmark experience 
culturally as well. But, and here is the point I really want to get across. It was 
recognized that music was the medium that allowed it to take place. It was the 
variety of music, the music-making activities, and the overall experience of being 
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a musician that stuck with them and still sticks with me to this day. (Jackson, 
1980s-2010s, Panama, Japan and Okinawa) 
Whether student or teacher, whether one’s ensemble was in Panama, Iceland, 
Turkey or elsewhere, this locus on the music context itself allowed for IC experiences to 
blossom in ways like no other: 
I took band on concert tours covering a good part of the country (Iceland) where 
we were hosted by and performed for the local communities. All of my students 
thought this weeklong outing was the highlight of their stay in Iceland. It was an 
all-around positive experience and one I fondly remember. (Jasper, 1970s-2000s, 
Bermuda and Iceland) 
Enhanced learning. Finally, the last thematic subcategory related enhanced learning as 
an outgrowth of intercultural musical. Students and teachers described gaining different 
perspectives as they learned from new people and different cultures. This enhanced 
learning produced cultural and musical enrichment within the subject of music. Former 
students Missy and Kendra, who attended LOASS during different time periods and in 
different countries, discussed many aspects of enhanced learning resulting from the 
collaboration experiences:   
I think there’s importance of developing those relationships with people that are 
within the community you are living. When you’re living overseas and not in your 
country of origin or where your passport is, those are unique opportunities to learn 
about new music styles and develop new learning and developmental skills. We 
learned about the culture, met and worked with other teachers and host nation kids 
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who might be our own age. I think combining with what the host nation teachers 
were doing made viable contributions in developing our students as Global 
citizens. Just being able to interact with a diverse population and developing those 
language skills while you’re young made it more desirable to continue as adults in 
college and university when we grew up. I still come across people that would 
take an Italian class or wanted to take a study abroad or work in Italy. They want 
to meet people outside the U.S. but might not have the time or money to do so 
because life gets in the way. But, these were normal opportunities that we had at 
our doorsteps all the time. When you’re just a student, you experience the sharing 
of culture and music styles and so forth all the time. I think that’s really 
important. (Missy, 1980s, Italy) 
Kendra spent all 12 years of her education in the LOASS. Born of an American 
contracted civilian and Korean mother, the on/off base lines of demarcation were blurred 
or not even noticed. This ‘Cross-Cultural Kid’ embodies the role some students play on a 
daily basis and their unique take on interaction: 
You can learn a lot in your classroom from the same people every day. But when 
you step outside your comfort zone and take a step away from wherever you are, 
you meet new people. Then you can experience a new way of learning their style 
and what they were doing. You starting adapting and applying it to yourself 
because I think you can learn so much more from that. That should happen more 
because from my experiences, collaborations and exchanges like that turned out 
great. (Kendra, 2010, South Korea) 
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In much the same way, current music teacher Rhonda also noted that enhanced 
learning resulted from collaborations, particularly in terms of social and cultural 
exchange: 
I appreciate the fact that we had those exchanges. The German folk songs and 
other resources our Host Nation coordinator Helga brought, really enriched our 
kids’ lives. Maybe not so much in the Stuttgart community where I am now, but 
there are still a lot of people that live their lives on Post (in Little America) and 
don’t get out very often if at all. This community is a bit different. I know that in 
some of the little communities farther east of here, a lot of that still happens. So, it 
was a good thing to have the German kids come into the school for our kids as 
well. (Rhonda, 1970s to present, Germany) 
Barriers to Intercultural Musical Collaboration 
The next major thematic category revealed through participant interviews was 
many and significant barriers that inhibited intercultural musical collaboration. Key 
common responses, which represent the emergent themes within this category, were 
separated into five thematic sub-categories. These subcategories included (a) logistics, (b) 
resources, (c) isolation, and (d) cultural and host nation problems. The themes were quite 
consistent across geographic locations of the LOASS. Unique differences were noted 
between barriers encountered in earlier (1970s and 1980s) and more recent decades 
(2000s and 2010s). Specifically those in terms of the impact terrorist events and national 
security issues had on participants as a direct result of the terrorist attacks on September 
11, 2001. 
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Overall, the themes revealed reflected similar experiences encountered by all 
demographics when attempting to initiate and hold terminal musical and interculturally 
collaborative events over a long time continuum, regardless of schools’ geographic 
location. Appendix VII summarizes the variety of participant responses related to the 
perceived barriers to collaborative efforts as described by participants. Common 
responses across all teacher and student demographics, geography, and time frames 
support the strength and validity of these themes as essential to the experiences of 
barriers to intercultural collaboration in the LOASS.  
Logistics. The most frequently cited barriers were logistical, in terms of how to 
actually facilitate an intercultural musical collaboration. One must deal with language and 
communication differences, schedule and coordinate the event, finance transportation and 
sheet music and account for significant differences in the calendar of American and most 
host nation school-years. Also significant, were issues of fear to reach out to others 
outside the base, preferring instead to withdraw into the perceived safety of Little 
America. Former students Kendra from South Korea and Alexander from Germany 
similarly described the barriers of logistics: 
If you want to do this, you actually have to plan an event. That means figuring out 
transportation. Event organizers have to know each school’s schedule, they really 
have to know all the kids that are in the thing. When teachers got us out of school 
for even a day, we still had to make up all our work. I can’t say I know exactly 
how they organizes this whole thing you know. Two huge school collaborations? 
Just imagine how much time that would take. (Kendra, 2010s, South Korea) 
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 Going outside one’s comfort zone may sound simple, but time and time again, 
participants intimated fear played a significant role in deciding whether to go off an 
American base overseas in any capacity. To someone having not lived, worked or learned 
in a country outside the U.S. for significant periods of time, an aversion to do so may 
seem counterintuitive. But it seemed the numerous day-to-day bureaucracies of schools 
and government administration stacked roadblock upon roadblocks to those interested. A 
planned collaboration could break down at any juncture: 
I felt like in maybe it was just too difficult for a lot of people to even try to 
consider reaching out to the German community, and encourage German student 
musicians to play with us. I think that maybe teachers on staff would like to do 
something like that, but I just sensed it was always so strenuous and painful on 
them. With all the extra paperwork and money involved, I mean we never really 
went anywhere for concerts because a lot of times things like transportation was a 
huge ordeal. From things like moving all the band equipment and stuff like that, 
there were just so many complications. Sure, if people really, really wanted to 
have intercultural collaborations, it was going to happen somehow. People had to 
put out a lot more effort in certain situations, so maybe it doesn't seem convenient 
enough like the resources or whatever might not be so readily available. I would 
say these are significant barriers. I found when you're working with a government 
and there are just so many different complications, it's difficult to even do things 
with your own self in your programs are not to mention, people outside military 
community. It gets quickly into a huge mess. (Alexander, 2010s, Germany) 
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LOASS teachers Jackson and Marcella, who lived and worked in very different 
cultural environments, also noted other logistical barriers. Bringing the elements together 
to make the collaborative effort work involved security, transportation/travel, 
transportation of equipment, scheduling and coordinating, and paperwork. The following 
examples provide insight into some of the logistical challenges that could serve as 
barriers to collaboration, as discussed by former/retired LOASS teachers: 
Definitely there were barriers, and one of them was logistics. Another of them 
was the time of year. For this to happen in October it was very early in the school 
year for us and so my students barely felt prepared to give a major performance. 
Whereas for the Japanese students, this was I believe halfway or a little more than 
halfway through the school year. I think it’s in not knowing how to get started that 
is the real issue for many. I don’t think the issue is willingness. I think that if you 
talk to any music teacher at any of our high schools and say ‘would you like to’, 
they would say ‘it would be great! We would love to go do a combined concert 
with the Japanese school’, but the question is how? (Jackson, 1980s-2010s, 
Panama, Japan and Okinawa) 
Marcella focused specifically on travel and security issues, which she admits were 
always out of her hands, and as many of us liked to say, “out of our pay grade.” 
Procedural measures were non-negotiable. The list of boxes one checked at times seemed 
a necessary (but maddening) exercise in futility:  
When you’re bringing a busload of Japanese people on base, they have to have all 
their IDs, bus information and insurance. The gate guard has to have all the 
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names, so if one person extra is on the bus, that’s a huge problem. If just one 
person’s missing that’s a huge problem too. On our end logistically, transporting 
our kids out there costs money because we have to take them on buses since we 
can’t just let them go in private vehicles. Getting that arranged was basically up to 
me in getting it approved and also finding the time money to do so. Logistically, 
differences in just traveling back and forth to unique places were obvious. But 
there were always barriers we had to overcome. (Marcella, 1990s-2010s, Japan) 
Julia offered extensive insight into the intensity of the process and logistical 
aspects of coordinating the collaboration. She mentioned a wide variety of variables that 
were barriers as well. Most notably, communication and language barriers were 
significant especially in trying to complete the paperwork necessary for proper 
coordination of the event: 
For the teacher the paperwork was quite intense; especially the logistics and 
paperwork was crazy. The communication… sometimes what they (host nation 
participants) needed was difficult to describe and not a lot of guidance on how to 
state it. That was a little difficult to know how to communicate with the students 
and tell them what was expected of them when I really didn’t understand it 
completely myself. The paperwork, ugh, was a barrier that could have stopped 
performances. I think with the Disneyland thing it was so much work to make it 
happen. I think if it hadn’t been the tradition that they had done at our school 
every year, that the kids looked forward to it and it was a really big deal for them, 
it would have been way easier not doing it. I think I had some help from the 
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Japanese language teacher with some of the paperwork. Sometimes it was in 
English, but it was never translated well. So right off the bat it wasn't always clear 
what was really expected. Our host nation liaison of sorts from the base, helped 
with a lot of paperwork or when we needed a lot of help with buses and stuff. 
Often times, the person you needed to communicate with at the other school didn't 
speak English, and I didn't speak Japanese very well either. But boy, she sure tried 
to help me with phone calls and logistical stuff like that! (Julia, 1990s and 2000s, 
Japan) 
Scheduling, planning and coordinating IC activities and events was sometimes a 
barrier when the schools had all their own programs and schedules set far in advance for 
the following school year. LOASS school activities are to be put on the calendar as much 
as a year in advance. Nearly all participants agree that this ideal made sense schedules 
were rarely honored. Being asked to program as such is difficult at best in an LOASS 
where the transiency of members is nearly 30% each year. Teachers especially, resign 
themselves to reschedule when they return at the end of the summer. As a result, concerts 
and other musical activities happen increasingly on short notice. Host nation schools 
(especially in Japan) may want to schedule IC activities more than one year ahead of time 
and often created a more resistant attitude. Examples of this barrier are given from 
interviews with retired teacher Jackson and his experiences in Panama and Japan, as well 
as Donna who taught music in South Korea: 
They can have the entire following school year planned and they know when all 
their programs and festivals are going to be. Once they have set their program and 
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schedule, they are very resistant to change it, so if you haven’t laid the 
groundwork to make something possible far enough in advance, that’s an 
immediate roadblock. The other roadblock as far scheduling goes back to when I 
was first approaching this idea. I always wanted to do it in the Spring when my 
students had nearly a full year or three quarters of a year under their belt. But our 
sister schools were ready to perform during their school year, the time frames that 
I was proposing were off. Those dates that worked for them were always at the 
very, very end of the school year just before their graduation so they would say 
no. At the other extreme, I suggested perhaps the very very beginning of the 
school could work. But at that time, they hadn’t gotten a chance to form the 
group, and again they said no. (Jackson, 1980s-2010s, Panama, Japan and 
Okinawa) 
Former students Joshua and Julia noted language barriers, another logistical issue, 
as significant to overcome. Oftentimes, participants retrospectively recognized that 
without host nation liaison support, the language barrier could be a big deal. When the 
military bases were a little more rural, the people by and large did not speak even the 
tiniest bit of English. So one either drew on that support system or if available, LOASS 
students for whom the host-language was indigenous: 
Language barriers? Yes, we did have these language barriers, you know, with 
these other musicians. But when the sheet of music was put in front of you it 
immediately wasn’t an issue. We were all able to play the songs, and of course, 
they were able to play them too. (Jacob, 1980s, Korea) 
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 On a personal note, as detailed in the foreword to this paper, it is possible the 
language barrier is a moot point if the directors can find a language outside either’s daily 
use. For my Okinawa colleague and me, we stumbled upon a way of intercultural 
communication through a third language almost by accident. “Well obviously the way 
you overcame the language was awesome to us. I remember with one of the orchestras 
we had an interesting moment where you had to communicate in German, and I think that 
continued through all phases of the project, didn’t it? (Joshua, 2000s, Okinawa) 
Depending on the location and differences in languages, these barriers varied in 
significance, as noted by former student Jeffrey: 
I assumed that host nation and American kids would have had an easier time with 
choosing music and communicating. I really thought we’d be able to perform 
something a lot easier too. But in a situation like Okinawa where we had East 
versus West, they a are very structured school, and very disciplined, respectful 
student. They didn’t have a music program as part of their core school structure 
and only met after school in a club setting. But boy they were way better than us 
and they seemed more committed. I think it made the American students a little 
embarrassed actually, that they could be good so easily. (Jeffrey, 2010s, Okinawa) 
Resources. Funding or financing the events were other critical barriers to 
overcome at all times. These resource barriers were noted by former students and 
teachers alike, in different time periods and in different countries, and further supported 
validity of the findings. Traveling to and from those rehearsals came at a cost. Field trips 
during the middle of a school day for music events were typically taboo. Following the 
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end of the school day, getting perhaps as many as100 kids to and from the on-base school 
into the community was a resource as precious as gold. Buses didn’t just show up or the 
schools simply couldn’t afford them. Drivers didn’t simply volunteer their time once their 
regular routes had been completed. One couldn’t simply call the transportation office the 
day before an event and expect the governmental paperwork and permissions to be 
automatic. Remember, students’ real classes invariably came first: 
Obviously you have to have buses to transport the kids around and have to be able 
to make sure that you can have the time obviously in middle school or high school 
setting when kids are out of class there are missing other schoolwork and 
everything like that. (Jacob, 1980s, Korea) 
Similarly, retired teachers Jackson and Jonah discussed the difficulties they 
experienced, including financial barriers and policy changes:   
The system changed, so with the changes, administration became the roadblocks 
in my perception. I’m just speaking truth. They were then roadblocks to the 
intercultural exchanges. Money became involved and then that was an issue. 
Policy became an issue, security became an issue, and so forth. I don’t know 
when it started; I just know there was no end in sight. (Jackson, 1980s-2000s, 
Panama, Japan and Okinawa) 
The look on a teacher’s face when they walk into a principal’s office ready to ask 
for money is admittedly, unmistakable. Most teachers realized they needed to be 
strategically armed before they crossed that threshold. You could be easily stopped right 
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there in your tracks if you hadn’t anticipated every inevitability to counter the objections 
that were surely to come: 
You have to preface everything with no cost to the powers that be and that you’ll 
take care of everything. I remember when I first got to Okinawa, the money 
wasn’t as great an issue. But the more concerts I wanted, the assistant principal 
became more reluctant to back me. She was the sentinel to the principal. If I got 
so lucky to have a face to face, I was likely to be met with the stock answer, 
‘Well, we don’t have any more money for it’ and you know, the conversation was 
over before it started. So, and I’m sure you’ll relate to this, I just pulled out my 
checkbook and it was paid there on the spot out of my pocket. That was almost 
always the case, or the gig just wouldn’t happen. (Jonah, 1980s-2010s, Okinawa 
and Germany) 
This key administrative support resource was either an open revolving door of 
support, or could serve as a complete roadblock. At other times, from vantage points of 
both former student Jeffrey and former student and teacher Julia, no value was placed on 
music as being a cost effective vehicle for sending kids off-base. The perennial, 
generational and factual argument that athletics didn’t have to beg for an off base 
competition became a non-starter. Time and time again, when music teachers decide how 
to pick their battles, it was a coin-toss as to if this kind of IC activity was the one worth 
going to the mat for: 
I think there's a huge amount of variables on each side that becomes exponentially 
more crucial as we become cross-cultural. You might have school administrations 
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on both sides that can possibly say hey, we don't agree with sending students 
outside the base for this type of event, end of discussion. (Jeffrey, 2010s, 
Okinawa) 
Most participants want to make certain I as the researcher represent their views in 
the clearest and most accurate way possible. I can only use throughout this study the 
participants’ own words to address issues regarding administrative support. In this case, 
while teachers don’t overtly blame administrators for a lack of financial support, they do 
point to their control of the purse strings as being detrimental to the IC process overall as 
a general rule: 
Very little support from the administration other than putting all the pressure on 
me to make it all work. It was kind of just ‘figure it out, and do whatever you 
gotta to do’, so that was a bit of a challenge. One thing was certain if and when it 
was a success, and 90% of the time it was of course, the administrators would 
certain point out that it (the IC) was the best idea they ever had. It was almost 
humorous, but whatever. (Julia, 1990s and 2000s, Japan) 
Jonah felt that for some administrators, a lack of understanding of the benefits or 
purpose of the collaboration contributed to their general unwillingness to allocate much 
needed funding of their activities, when the big picture budget was taken into 
consideration: 
I have had administrators where they thought you just walked on water. Those 
people had an appreciation of what we meant to the school and good we made 
them look. But I’ve also had administers that had absolutely no clue! They would 
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say ‘I don’t know a thing about music and I just really don’t get it.’ Not only did 
he not get it, he didn’t understand where it fits in the school community. (Jonah, 
1980s-2010s, Okinawa and Germany) 
In Jackson’s experience, it was perhaps the fear of committing to the 
collaboration that was the real barrier to providing administrative support: 
I was very interested in collaborating and I did know that very small schools 
existed in my little community. So there was about two years that I went into 
every middle school and high school in Iwakuni. Every time I’d go in and 
schedule meetings to talk to their music teachers and administrators about the idea 
of doing a collaborative concert, the administrator was afraid to commit. This was 
in every case. (Jackson, 1980s-2010s, Panama, Japan and Okinawa) 
Former teacher and music coordinator Bradley was a significant catalyst for 
musical intercultural collaborations in the LOASS in Europe. Bradley noted key aspects 
of administrator support (or lack thereof) that assisted teachers seeking to create these 
collaborations and understood the financial aspect involved: 
[The collaboration] came from self-motivation of individual teachers and of 
course also the support of their supervisors. The roadblocks that you were 
mentioning before, a lot of times local principals for example, could put up a 
roadblock, and obviously didn’t want to do that kind. It seemed like all they cared 
about was having their kids playing the bass drum. I didn’t encourage them to go 
out and experience those things and so a lot of the motivation for these things I 
know had to come from the individual teacher … I spent a lot of time dealing with 
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the bean counters in our office; the people that were in charge of finances and the 
people [who] were in charge of convincing those people that this is a good thing. 
This was not just convincing the one boss that was a good thing, so I spent a lot of 
time working on those people to bring them onto my side. (Bradley, 1970s-2000s, 
Germany) 
 Self-motivated master teachers can only do so much on their own of course. Even 
if well-intentioned teachers have the desire to collaborate interculturally but yet lack the 
backing from their principals to do so, you won’t get the initial permissions to proceed. 
Current teacher Thomas has never experienced a true IC while teaching in the LOASS. 
His desire, skill set, and aptitude is exemplary in and of itself. Without that unequivocal 
backing, he easily flips that paradigm on its head and explains another reason why music 
educators may not choose to experience or pursue such collaboration. Being directed 
from above might produce pressure to do so: 
If there's going to be a successful intercultural collaborative effort it has to be a 
joint effort on the part of administrators and directors to make it happen. It can't 
be successful if the administrator puts pressure on the music teacher to make it 
happen and yet purposely refuse that teacher the support required. If an 
administrator for whatever reason isn’t supportive it’s just not going to happen. 
We music directors can’t be expected to go it alone. It would be like kicking 
against the goads. (Thomas, 1990s-2010s, Japan and Okinawa) 
Isolation. Another strong emergent theme was that of isolation. Participants, both 
students and teachers, discussed a lack of interaction between the local host nation people 
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and culture and the base. Many stakeholders viewed the military base as a comfort or 
safe-zone; a “Little America” if you will, within the host nation. Participants indicated 
this isolation resulted in part from a basic of a lack of interaction as a key barrier to 
collaboration. For many participants, the isolation was related to the security needs of the 
base. This was a reality and certainly increases after the attacks on U.S. soil of September 
11, 2001. Former teacher and music coordinators Bernice and Bradley recall being there 
during this time and discuss the aftermath:  
Well, let me tell you one of the biggest obstacles and this person wouldn’t be able 
to change it… after 9-11 there was much, much higher security. It is much more 
difficult to take kids on a trip out of the school. Much more difficult to bring a 
host nation group into the school. It’s a different time. Everyone’s job is to protect 
kids, and the teachers in the school and the military. It is such a different time 
now, and that also impacts the kind of things we can do. You never knew LOASS 
life before 2001, so it’s probably hard for you to grasp this concept. (Bernice, 
1970s-2000s, Germany) 
Since then, an entire generation of overseas students (and their teachers) know 
nothing other than a post 9-11 world. Countless students’ parents have been deployed in 
defense of ‘Operations Enduring- and Iraqi Freedom’ numerous times. Music can become 
something to rely upon in their absence. Their stability, their culture, their little America 
is a refuge from the outside world and its perceived threats. No wonder it is to some 
simply more convenient to live in isolation when around the world in many theaters they 
are surround by conflict, and their parents operate in harm’s way. It is a sad but true 
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commentary that to this day, after nearly 14 years have passed, ICs become impractical 
because of a sort of self-imposed isolationism and what many LOASS stakeholders 
perceive as threats to American freedom. Students won’t understand retrospectively until 
so many years pass that all forms of collaborative opportunities were missed: 
Well, the security became consuming after 911 happened. Everyone that imposed 
directives in the LOASS leadership clamped down because the paralyzing 
security made it impossible to encourage students to go out and intermix with 
other cultures. Now I’m talking about all of it, not just intercultural stuff. Little by 
little I don’t think that the same things that I related to earlier in our conversation 
are evidenced as much today. I’ve been out of the system for a long time now. But 
I still don’t think overall there’s a big exchange going on a lot. Those kinds of 
opportunities are at least in part limited to an individual basis. Sadly, the systemic 
result is, I don’t think that the LOASS can do those kinds of things anymore. 
(Bradley, 1970s-2000, Germany) 
Security issues were mentioned regardless of location or era, and from both 
teachers and students, making it difficult to allow local students and community members 
on base access and vice versa. For example, Leonard, a retired teacher that taught in 
Japan and Turkey, as well as Donna, a former teacher from South Korea both noted: 
In Turkey it was quite a bit different than any place that I'd ever worked in 
because the CO (the commanding officer) many, many years ago had rendered the 
decision that we were not to do any events off base and not just the music 
programs but including everybody. In turn it was just as difficult to allow the 
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Turks to come onto base. The base I was at was a Turkish installation and not an 
American installation and so it normally would take nearly 1 to 2 weeks just to 
get the paper work clearance after getting the copies of passports and IDs and all 
of those things just to allow the groups to come on base. (Leonard, 1990s-2010s, 
Japan and Turkey) 
In almost tongue-in-cheek ways, many teachers intimated that constant problem 
solving should have become a legitimate part of one’s job description. It was challenging 
enough to navigate the day-to-day issues, let alone those that added to the pile: 
Much different barriers today! In today’s world we have to get drivers licenses 
from any host nation parents who were following a bus onto base. Copies of all of 
their drivers’ licenses and proof of insurance took probably close to a month to to 
be collected. Gate guards wanted to make sure there were no security issues. We 
are talking about every kid down to the gender and age who was going to board 
that bus. At that time I was in Pusan, South Korea and our gates were actually 
guarded by tanks, with soldiers at the top of the guns pointing. It was a little bit 
intimidating I guess because of the nature of being in Korea. But yes, the logistics 
of getting on base were a lot bigger problem to solve than for us simply going out 
into town. (Donna, 1980s-2010s, South Korea and Okinawa) 
Rhonda also commented on the current state of security since the 1990s and 
particularly since September 11, 2001. Certainly Stateside schools and their 
bureaucracies experienced some paradigm shifts in thinking after that terrible event. But 
overseas, in a climate increasingly hostile to American involvement in two simultaneous 
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Wars on Terror, government employees and the people we served were literally, 
geographically and politically isolated in ways Americans domestically couldn’t have 
understood:    
Well what has happened since the 90s and especially since 9-11 of course is our 
school facilities have become much more fortress-like. Not because of imminent 
danger and all that, but when you have to sign people on and off, and have their 
passport numbers, you have to have identity cards for all the adults. I mean, it’s 
doable, but it adds to that logistical nightmare of trying to do exchanges. We have 
trouble now taking large groups off base. I suppose it’s gotten a little easier, but I 
don’t know if it’s going to continue. That whole security piece really adds to that 
difficulty. (Rhonda, 1970s to present, Germany) 
Rhonda went on to describe differences between earlier times (i.e., 1970s) and 
present day in the level of integration with the community, from which the base has 
become much more isolated over time: 
When I appeared on the scene in 1976, and in the earlier years in LOASS, the 
collaborations came not just through the schools, but were initiated by the 
military, the churches and from those out in the host nation. I guess it was because 
everybody lived together. There weren’t nearly the same kinds of wall between 
us. Then we started having more American facilities and fast-food restaurants, 
meaning all of those places America has, Burger King, Kentucky fried chicken 
and such. Those things didn't exist in the early years, and I think as we separated 
ourselves in these various ways, we became part of the barrier ourselves. Many 
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things separated us from the culture in which we are living. I have to be reminded 
that I came to Germany and the LOASS by choice, and many of our kids did not. 
Many of their parents did not come by choice. It's a different situation than when 
everybody just came to Germany, came overseas and lived in the off base 
community because those were the only places to live. Back then, many facets of 
our daily lives happened interculturally without trying. (Rhonda, 1970s to present, 
Germany) 
The result was that it became easier to have the collaboration in the local setting, 
rather than on base, which Jeffrey felt was a benefit to the LOASS students in terms of 
exposure to culture and interaction within the local community: 
The collaboration took place mostly in their setting I want to say. We had a 
concert over in their school and we practiced after hours. Ya know, in the interest 
of serving our host nation we tried to do most of the stuff, most of the heavy 
lifting and legwork. We made it either as easy as we could for them by making it 
over on their soil, rather than back to our Little America. I think is exactly the 
way we should have done it. (Jeffrey, 2010s, Okinawa) 
Cultural and host nation problems. Cultural barriers to the host nation and a 
focus on providing an American style education formed the basis of another barrier to 
collaboration. The differences in culture were felt to bring misunderstanding and perhaps 
weariness on the part of the host nation locals. These cultural differences can support a 
sense of being unwelcome or disrespectful, perhaps through a lack of intercultural 
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sensitivity and lack of competence to do so. For example, a student described the barrier 
stemming from feeling unwelcomed in the local community: 
Whether it was aimed at the students or actually or at the actual military members 
I remember that we weren’t necessarily welcome. I just figured we didn’t want to 
throw ourselves out there into the community because we had already taken up so 
much of their space. [The] barrier of feeling welcome or unwelcome by the host 
nation and overcoming that is what needs to happen if you want to have more of 
those real experiences that are intercultural. You have to overcome this barrier of 
feeling like you are being estranged by the country you’re in, you know? It was 
like with occasional protests of our presence in Okinawa, there are really a lot of 
people that don’t want you to be there and you know, that’s the hardest thing from 
a student perception um, standpoint. I really didn’t pay too much attention to what 
was going on off base, but I always recall in my mind seeing those few people 
that I would say hi to in their language, and they just wouldn’t respond back to 
me. I would think maybe that’s because they’re one of the people that doesn’t 
really want us here. I think overcoming that is what would have to happen in 
order to have collaborations in those host nations. (Roxanne, 1990s-2010s, 
Belgium, Italy, Japan) 
Julia, the sole former teacher who was also a student in the LOASS, described 
how American culture differs from the Japanese culture, and creates a situation in which 
Americans can be seen as insensitive or even rude, perhaps because they don’t know 
better: 
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I think the big difference between American culture and Japanese culture is that in 
our American society, everything is pretty much spelled out as far as rules. We 
have signs everywhere showing you do this don't do that, so basically if someone 
in American society doesn't tell you not to do something it must be okay, right? 
That's the kind of messed up logic. In the Japanese society by contrast, there are 
lots of school and social behavior expectations are you that are generational and 
just understood. I think that Americans think there are no rules because it doesn’t 
say so. Nobody said not to do it so I can do whatever I want. That is definitely one 
of the big differences in our two cultures. I love America, don’t get me wrong, but 
many of us think that we are the center of universe sometimes. Yet when we’re in 
those other countries, we bring that mentality with us regardless of what is going 
on around us. Americans are sometimes not the most culturally aware people and 
often we don’t realize we are even being that way! I just think that a Little 
America mentality is it’s just a symptom of our culture. (Julia, 1990s and 2000s, 
Japan) 
A second commonly noted theme related to culture and being a source of 
problems with the host nation, was an American focus on providing an American-style 
education to the students. Jackson explained this in depth during our extended interview: 
There is a line even in our standards about understanding the host nation culture 
and performing the music of the host nation. But people don’t interpret that as an 
opportunity to do something collaborative with the host nation and local school 
because that takes so much time planning, etc. They interpret that as yes you are 
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in Japan and we’re going to learn something about the Japanese while you’re 
here. That’s why all of our schools have host nation teachers at the elementary 
level at least. Our high schools will always offer the host nation language no 
matter where you are. Like, in Japan you can take Japanese but that is as about as 
far as that interpretation of the standards go. The LOASS standards are designed 
for U.S. students from United States to be receiving U.S. credit to attend other 
U.S. high schools and U.S. colleges. Does that make sense? The standards aren’t 
designed with the idea in mind that we want to give our students this grand 
cultural experience in a foreign country. Doing that just creates another hurdle 
instead focusing on how does this fit into my predesigned curriculum? (Jackson, 
1980s-2010s, Panama, Japan and Okinawa) 
Participants not only identified perceived barriers to collaboration with the host 
nation and students, but they also discussed the strategies they used to successfully and 
hopefully overcome the barriers that inhibit ICs in music, and otherwise from happening. 
Strategies for Overcoming Barriers to Collaboration 
Participants mentioned many barriers and challenges to collaboration. But, the 
success most of the participants had in terms of experiencing musical intercultural 
collaborations also highlighted how any barriers were overcome. The responses were 
broken up into four thematic sub-categories, which represented overcoming barriers 
associated with (a) language and communication, (b) community or cultural limitations, 
(c) resource restrictions, and (d) logistical barriers. 
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Overcoming language and communication barriers. One of the more 
commonly noted barriers to collaboration was prevalence of language differences, and 
the subsequent communication problems that followed. The participants described 
overcoming the language barrier through music as a connecting force. Both former 
teacher Bernice and former student Jacob elaborated: 
Music was a way of communicating with other people and ultimately, language 
was not a barrier. I think the hope for musical outcomes was that participants 
would realize that music is a language in itself. It’s not just the words either, it’s a 
feeling, an experience. (Bernice, 1970s-2000, Germany) 
It may be true that some academic researchers in music raise eyebrows when 
hearing something akin to music being a universal or international language. Still, the 
average music teacher or student in this study used such vernacular numerous time when 
interviewed. I believe participants’ desire to get this point across is significant: 
Music is music. We share a universal language. A note in Korean is the same as in 
English, isn’t it? Sure, we did have these spoken language barriers you know with 
other musicians, but when the sheet of music was put in front of you, we were all 
able to play it. It was a non-issue. (1980s, Jacob, Korea) 
A former student from Germany, Alexander described how the language of music 
is often used to support social and cultural interactions through collaboration. Presenting 
music to and sharing music with a community seems to be a natural, connective medium 
through which tradition spoken communication is at times of secondary or tertiary 
concern: 
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I think that experience helped me to really to see the world in a different way. I 
saw people in a different way and met new people even when I didn't know their 
language. I had to figure out some way to connect with them and every time, I 
found that music was a strong way for me to connect to people. With musical 
interactions sometimes it is its own language, and you can use it as a bridge, even 
if the person you're with doesn’t necessarily speak the same language as you. You 
can pick a duet maybe with a violinist you met or whatever, and maybe you can 
play the piano. Musicians you meet likely know other musicians, ya know? You 
really don’t have to try too much to get something going. Just give them the music 
to see what happens or just jam, and all of the sudden you've made a new friend. 
(Alexander, 2010s, Germany) 
Julia, the sole participant who was both former student and teacher, shared this sentiment: 
It really felt like the music was a vehicle, and helped us be able to communicate 
with the other students. And I don't remember whether it was explicitly stated, but 
it was kind of like we all spoke the same language. Seriously, that was the 
impression that came out of it. I kind of made us feel like we were all the same. 
We were just musicians spending time together. It probably wasn’t implicitly 
implied, and I can't remember if it was ever said, but many others thought that 
same way. (Julia, 1990s and 2000s, Japan) 
Jackson eloquently described a connection through music and stakeholders’ 
shared effort was another way to overcome the obstacle of language differences or 
difficulties communicating: 
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Our bands did combined numbers and that was a marvelous experience for the 
students as well as teachers. My students were a little nervous initially, but 
quickly realized that those students sitting right next to them who were playing 
the same part had more in common than they thought. We all had to work on the 
same problematic parts in the music. We had to work out fingering problems the 
same way. Some of those kinds of issues are identical when you're dealing with 
them in a rehearsal setting. A conductor prepares a group for a concert and solves 
problems and works to make a performance more musical. All the students can 
follow what’s going on regardless of the language. They can all relate to what 
they have to do to turn the printed page into a performance. (Jackson, 1980s-
2010s, Panama, Japan and Okinawa) 
Julie was adamant that stakeholders involved in the process of music-making 
experienced an equal amount of cultural sharing, which helped everyone break through 
community and cultural limitations. “I think we understood that music is important to 
both of our cultures. We shared the same understanding that music is important to their 
culture, and is an important way to begin to respect each other’s culture.” (Julia, 1990s 
and 2000s, Japan) 
Overcoming community or cultural limitations. To overcome barriers of 
community and cultural limitations, two teachers (Jackson and Julia) described working 
diligently to establish groundwork within the community and use existing connections, 
such as parents and community liaisons, to support the collaborative efforts: 
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I had to build a rapport and it finally happened. Onomichi (near Hiroshima) was 
the main collaboration, but there were smaller events where we would appear at a 
city festival you know, and a Japanese group would play. At least our kids could 
at least intermingle. That was a start! So later, when the peace summit happened it 
evolved into the collaborative concert because there was already some 
groundwork laid. My host nation counterparts knew I was interested in trying to 
get my groups out into the Japanese community. (Jackson, 1980s-2010s, Panama, 
Japan and Okinawa) 
Parents and teachers involvement was also a key, as sometimes they were already 
involved in local community groups: 
My band director was very involved in the community. I know he had a lot of 
Japanese friends I think he spoke more Japanese then he let on. That kind of helps 
you know that he already had these established relationships in the Japanese 
community. (Julia, 1990s and 2000s, Japan) 
Overcoming resource restrictions. To overcome barriers to resource limitations, 
participants noted parental support and administrative support as crucial advocates. 
Retired teacher Jonah noted, “If enough parents rang somebody’s bells, they 
[administration] responded.” In addition, Julia described how parent involvement in local 
community groups supported their collaborative efforts, both logistically and financially: 
An important part of it was some of the parents were involved in the local 
community groups and would suggest a venue for us to play at. So whatever the 
group was, they made big donations to us for marching band uniforms. After that, 
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one of the things, I mean it wasn’t a condition on us getting the money, but one of 
the things that we were going to do to say thank you was to perform at some event 
they had in Tokyo. So they actually paid for the bus and everything and brought 
us to Tokyo. We helped support their cultural exchange event by performing at 
that. (Julia, 1990s and 2000s, Japan) 
The support of administration was seen as critical to many of the participants. 
With that support, barriers were easily overcome. To some who served back in the 1970s, 
administrative barriers weren’t even an issue. Many teachers always had that luxury and 
Carte blanche. For experienced teachers, ICs weren’t such a novelty, so many years ago. 
Bradley shares an example: 
Well to be quite frank with you I didn’t have any barriers. I had supervisors that 
allowed and gave me the authority to work on these collaborations. Money flowed 
like honey. Back at that time there weren’t any financial barriers. Without those 
restrictions, the school system highly encouraged things like this. That was not 
true at the end of my career when the money dried up. All of the sudden, there 
were lots of barriers. In the beginning the school system highly encouraged these 
intercultural transactions and it was very exciting for all us. Again, it may be hard 
to believe, but I had pretty much carte blanche to do whatever I wanted to do. 
(Bradley, 1970s- 2000s, Germany) 
Overcoming logistical barriers. Two other themes were common among the 
participants in terms of overcoming the logistical barriers. Participants mentioned that 
scheduling in advance and persistence/perseverance were critical to successful 
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collaborative efforts. Both Jackson’s and Donna’s stories describe the importance of each 
attribute in this way: 
Well, there has to be an administrative meeting with teachers and some sort of 
school administration representative where the idea can be introduced. Even if it 
is a year in advance and we say ‘we would really like to do a collaborative 
performance of some kind’ or ‘we would like to invite your school to come 
perform for ours on base’, and commit to all of the paperwork that would entail, it 
has to start with a meeting where the teachers can, with the support of the 
administration introduce the idea even if it’s a year in advance. But it took a 
motivated teacher willing to follow up, willing to say, yes I want to go ahead and 
try to do this and then be involved in a little town festival or collaboration in the 
host nation. (Jackson, 1980s-2010s, Panama, Japan and Okinawa) 
Pre 9-11 barriers were often different than ones currently faced by LOASS 
teachers. In today’s world, logistics and access barriers make U.S. military installations 
nearly impenetrable. Teachers have to get the driver’s licenses of each person, and those 
of any parents who were following them. Just getting those drivers licenses can take close 
to a month to get all the information to gate guards for access to the base. Three different 
authorities want to make sure there were no security issues. During the 1980s, former 
music teacher and future administrator Donna, commented that there simply wasn’t the 
same need to investigate every child down to his or her gender and age who was going to 
board that bus headed onto base. So the same types of barriers we all experience now 
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were not a problem. It was having to solve them on her own that would’ve been a ‘make 
or break’ to others with less drive: 
So the responsibility does fall on the creativity, and perseverance of the music 
teacher to even make these things happen. Honestly, back then, I didn’t have that 
[administrative] interference which was good and bad in many ways. I worked 
solo! Because my principal couldn’t have cared less, I was on my own. My 
principal never even showed up at those things, and the superintendent was 
literally 1000 miles away so that made it easy for me to do what I wanted. At the 
same time, lack of support can simultaneously be a deal-breaker and I’m sure that 
could be a tough barrier to overcome for some teachers. (Donna, 1980s-2010s, 
South Korea and Okinawa) 
Perceived Success of Intercultural Musical Collaboration 
The final thematic category revealed the conceptualizations of success offered by 
participants. Specifically, participants discussed how the success of the intercultural 
musical collaboration was measured or perceived. Common responses highlight multiple 
perceptions of success, and reflect the multiple motivations behind the effort to 
implement the collaboration. Key themes for these perceptions of success included (a) 
shared learning and appreciation through shared experience; (b) audience response; (c) 
learning about and developing an understanding of another culture through interaction; 
(d) student interest and reactions of the participants; (e) social interactions and 
friendships developed, and (f) if the ICs continued in subsequent years. What follows are 
examples of these themes. 
191 	  
	  
Shared learning and appreciation through shared experience. Jackson 
described in detail key elements of what makes such experiences successful. He 
described music as the medium through which real intercultural learning was happening. 
Success means that, and I want to quantify this is as a musical success, the 
students had an experience in which they understood that it was in the sharing of 
the music that the cultural exchange was allowed to happen. Success in a cultural 
exchange is when both sides come together, learn something new about each 
other, and walk away feeling better about the other person when they leave. That 
happened in both directions for us. The Japanese students from small towns were 
timid about meeting Americans. My students were timid about meeting them too. 
But after they had a chance to talk to and play alongside each other in a combined 
band, I know my students went away from it having a much better understanding 
of one another and had made Japanese friends. Japanese students went away 
feeling the same way and all the students always said ‘we want to do this again!’ 
So to me that was a measure of success that the students could learn about their 
host nation and learned about kids their same age in a different school system. We 
all came and away with a better understanding, with the feeling of friendship that 
they have formed friends across these international lines. The music ended up 
being the medium through which the real learning could take place, but wasn’t 
necessarily the learning. (Jackson, 1980s-2010s, Panama, Japan and Okinawa) 
Former teacher Jasper agreed with this notion of intercultural learning through the 
medium of music, stating: 
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I can think of no better way of experiencing intercultural collaboration than 
through the medium of music, where everyone speaks the same language. Seems 
like a 'slam dunk' to me. LOASS music teachers who take the time to explore 
local communities might be surprised by what develops. (Jasper, 1970s-2000, 
Bermuda, Iceland) 
Audience responses. As with most musical performances, there was an element 
of audience response and perceived performance level. Many musicians thrive on it. Two 
examples from former students, Jacob and Roxanne offer their opinions that being 
successful is only based in part on a positive audience response. Although somewhat 
evident across geography and time periods, students have varying opinions on whether or 
not audience response was indeed the most important thing: 
You know, sure there is a level of success whether our audiences or we perceive 
that it was or not. How well does the audience perceive that concert as being? Is 
that really what’s important? How well all of us as kids worked with the other 
students? I think you know that's one thing that’s more important than how well 
you did. How well we integrated the different kids from these different schools 
left us wanting more, even if we knew it might not happen again. (Jacob, 1980s, 
Korea) 
But of course after all, we are human beings with a visceral need to be 
appreciated. Sometimes that rush of excitement following the last big cutoff beckons a 
physical response from attendees. Roxanne remembers the instant the choral voices’ 
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eight-second delay finally decayed in the huge performance house in which they were 
performing: 
There was a standing ovation after every performance! That smile, that reaction 
you can get from the audience when you get that standing ovation is… I can’t 
describe it. I guess it’s when you see that you please every person in the audience 
out there that I think we can call it a success. If they ask you back again you know 
it’s been a success. (Roxanne, 1990s-2010s, Italy, Belgium, Japan) 
Retired teacher participants Leonard and Jonah acknowledged that audience 
engagement and response was critical to their sense of success. That give and take, the 
feedback and appreciation leaves one wanting more: 
That means the audience was engaged. There are going to be wrong notes, and 
there are going to be wrong words, but if the audience is engaged then that’s a big 
part of what we just did. We always want the music to be perfect, but come on, it 
never is. We do this to engage the audience. Sure, we're getting a lot out of it, 
that’s not a question. But the audience is who should walk away wanting more. 
that’s when you know (at least that's when I would know) it's been successful. 
(Leonard, 1990s, Japan and Turkey) 
Personal and big-picture outcomes as a result of ICs are sometimes hard to put 
into words. Each participant’s experience and lasting impressions of success are unique. 
It was admittedly difficult to get Jonah, a retired teacher, to open up and share what 
benefits he reaped on a personal level. During our extensive conversation, I kept driving 
at getting the answers I wanted. But, he humbled me at times, which is vital in research, 
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and made me really listen to what he was saying, and often not what I was asking 
regarding success: 
Well, you know we always wanted to get the tangible you know, the audience 
reaction. Well, there was nothing we wouldn’t do for that kind of applause. Admit 
it! That is why so many of us are in the business that’s just a tangible immediate 
response. Sure, we know the difference between good manners and heartfelt 
enthusiasm. But when you get that kind of, I don’t want to say just a vibe, kids go 
out of their way to say they loved it on a personal level, you know that you realize 
that you have done something that was special. Now, so many years later, you can 
even watch what they post on Facebook and you watch what they post or write to 
you after the concert, or years and years later post photos, the memories really 
come back. (Jonah, 1980s-2010s, Okinawa and Germany) 
Cultural learning. Common responses to what made intercultural collaborations 
successful also included the benefits of cultural learning. This was noted among former 
teachers and students in different geographic areas and across the time continuum. The 
following examples address this theme through specific experiences of Julia, Jasper and 
Jackson: 
We were kind of all fascinated by American things and Japanese things, just all 
things in general. All the different culture and different foods, and we were 
talking about different music. You know, they liked our music and we liked their 
music. Of course it was pop music, not just necessarily band stuff. Ok, never band 
stuff. But kind of more about pop-culture were what the conversations were 
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about. Everyone was just really friendly and everybody was laughing and saying 
they’d keep in touch. So, I don’t know if they ever did, but you feel like you're 
making new friends, and you're not worried about communicating. With the little 
bit of Japanese we knew, and they used a little bit of English, it was really about 
just having fun and trying out the different languages and learning about the 
culture. (Julia, 1990s and 2000s, Japan) 
For others like Jasper, his time in Iceland opened the doors for musical 
interactions, certainly, but each country’s culture is altogether unique, each demographic 
has a different set of needs. Cultural experiences sometime manifest themselves in 
unusual ways. Some teachers (myself included) underestimate the differences in culture 
expectations amongst participants and what extraneous non-musical details impacted the 
cultural experience as well: 
The difference between base concerts and what we called the "International Music 
Festival" (after the second year we added "Annual" to the title) was that it 
developed a cultural awareness of all the participants and parents. This included 
the four of five local music schools who showed up and participated. But far more 
happened than we’d bargained for. We started the interactions early in the day, 
usually on a Saturday. We couldn’t believe how much more the kids responded to 
our musical direction when after rehearsals we took them out for lunch at 
Wendy's (a real treat for the local students). The concert was held at 2pm for 
parents for local and base parents. The idea seemed to be popular, so it continued 
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for 6 years, including those trips to Wendy’s! (Jasper, 1970s-2010s, Iceland, 
Bermuda) 
Food seems to be part of many teachers’ IC story. Sharing and caring, as cliché as 
it may sound, seems to catalyst to students’ willingness to make good music. Break 
times, evening strolls through a mall, pictures in a video game center, and riding a Ferris 
wheel were great motivations as well:  
The students come away with a bigger understanding of another culture, of 
another group. What you were just saying did prompt a thought. I know that you 
are researching intercultural collaborations and its effect on musical instruction in 
part to summarize that music learning. I reflect back on this situation and because 
you asked me did my students become better musicians because of the 
experience, I would say a “qualified yes.” Sure, the experience of sitting in a 
combined group with different conductors and having different students sitting 
next to them was what we teachers wanted. But the bigger learning we observed 
happened at lunchtime when Japanese shared their bento (boxed lunches) with our 
students, and kids like my daughter let them have peanut butter and jelly. It was 
that cultural learning that took place that was the bigger learning outcome. 
(Jackson, 1980s-2010s, Panama, Japan and Okinawa) 
Student interest and reactions of participants. Students demonstrated interest 
in the programs and reacted positively. This basic interest contributed to the success of 
collaborations. One former student described the experience of collaborating with both 
Japanese and Korean students: 
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One of the cool things I remember happened in Korea. Out in the community, 
there was this jazz club called All That Jazz. A lot of 17-year-old kids like us went 
into clubs like this. I mean we did! I even had a trio and we played a couple of 
gigs at that place. There was really nothing in my mind that would differentiate 
that experience versus playing that experience at a gig in the states. It was people 
loving jazz and they enjoying it. But really, I think it was us enjoying playing for 
people. (Jacob, 1980s, Korea) 
Spencer, a longtime former teacher explained the feeling of success when the host 
nation teachers shared the students’ excitement. When that happened, everyone bought 
into the notion that they’d had a successful endeavor: 
If the other teacher that we visited told me ‘hey, my kids were really turned on’, it 
was successful. Some successes were measured down the road though. Like at 
Rittersberg when years later down the road I see their jazz band has not only 
continued but thrived! Then I can say the first time I went there was a success. 
Then some of my former students go on and major in music and teach high school 
and they will send me a message on Facebook saying ‘I’m doing this because of 
you. Oh yes, then I look at it as a success. (Spencer, 1970s-1980s, Spain, Turkey, 
Germany) 
Social interactions and developing friendships. One of the more common 
threads running through the data was the importance of the social interactions and 
relationships/friendships made amongst students and teachers. This in turn generated 
trust, prompted cultural exposure, created understanding, and enhanced learning. Another 
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aspect of success was expressed as social interactions between students. Student 
participant Kendra responded to the idea of success in terms of getting along with the 
other students, and giving a successful performance. “We all got along very well. We 
made friends during the process and I mean, it’s something that I can look back and smile 
and laugh and say we killed it.” (Kendra, 2010, South Korea) Teacher participant Jasper 
summed it up, “After the second year, friendships began to develop as many base 
students visited local music schools. So much more was gained not only musically but 
establishing enduring friendships.” (Jasper, 1970s-2000, Iceland, Bermuda) Similarly, 
music teacher Donna, who later in her career became a school administrator explained: 
So the kids enjoyed their performance for all the adults, but the highlight for them 
was interacting with the Korean children afterwards because they had a meet and 
greet and refreshments for them. Even though the Korean kids didn’t speak 
English very well they actually used some of the Christmas carols to work on 
their English. So, we sat around for an hour and a half and sang with them. That 
was the highlight of the collaboration to them I think. Even though they got lots of 
kudos for their performance from the adults, it was that interaction with the kids 
that blossomed into having those two schools visit our school on base. Again, you 
the purpose was to have interaction with your host nation music program. The fact 
that it took place at all made it successful. If the outcome expectation was that it 
was some sort of competition, then that was a whole different thing and not what 
we were going for at all. (Donna, 1980s-2010s, South Korea and Okinawa) 
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Continuation in subsequent years. Participants commonly noted the 
continuation of the collaboration efforts in subsequent years. This happened either at the 
behest of the host country, or by the LOASS continuing the efforts because they were 
encouraged to do so with student and teacher approval. Former teacher Kevin who taught 
in Germany stated, “The idea seemed to be popular, so it continued for 6 years.”  Another 
retired teacher and music coordinator, Bradley, also mentioned this success measured by 
continuation of the collaborations: 
We got invited back every year there so there’s that intercultural connection as 
well. They paid money to come; we stayed at youth hostels so they had 
intercultural experience staying with other German kids. It was after-hours of 
course and so at that that’s just the way we did things, and it was a big deal. I 
don’t know if that’s kind of answering your question but we got invited back year 
after year because they wanted us there. (Bradley, 1970s-2000s, Germany) 
Students agreed this aspect was part of success as well. The earliest former 
student participant Sarah even had an original c. 1965 audio recording of a collaborative 
Catholic/Protestant performance in Orleans, France. She noted:  
The chorus continued on for more than one year, and I participated in more than 
one concert. This type of thing happened in a church setting because opportunities 
like that just weren’t imagined back then, I guess. Someone’s aunt asked my 
friend to bring me along for a rehearsal and so that was that.”  (Sarah, 1960s, 
France, Italy and Austria)  
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Success breeds success! When LOASS teachers and their students were asked for 
return engagements, this study’s participants’ believed the activity had been an 
overwhelming success. Those who experienced ICs agreed unequivocally, when that type 
of event becomes tradition, further partnerships were pursued, and success was 
inevitable. Success reminds everyone involved that barriers have and will be overcome. 
Success provides the fodder and catalyst for greater stakeholder support logistically, by 
overcoming language inequities, and providing adequate financial provisions as well. 
Success is a by-product of that support and sends a clear message to participating music 
teachers and their administrators to continue supporting collaborations because in doing 
so, everyone benefits. 
Conclusions 
I have provided, through the aforementioned analyses, evidence of multiple 
emergent themes through a commonality of responses amongst interview participants 
across time periods and geographic LOASS locations. These overarching themes came to 
life as told by participants, in their own words. Their perceptions individually and as a 
group regard intercultural musical collaboration experiences through activities within the 
LOASS as a result of unique research, and worthy of being treated in this scholarly 
manner. The cross content analysis of the interview data is summarized as follows. 
Motivation (Theme 1): Primary motivating factors for initiating collaboration 
include: teachers’ desires to support cross cultural social interactions between local and 
LOASS students and teachers; professional edification by utilizing resources toward 
greater student learning; a personal sense of accomplishment, which provides 
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opportunities for musical and personal growth, and opens the door to increased cultural 
understanding of the host nations in which they live. 
Impact (Theme 2): Intercultural musical collaborations in the LOASS were felt to 
impact the students and the musical program by: providing unique and memorable 
opportunities through positive social interactions; connecting students through a 
commonality of music; engaging young people in the exercise of diplomacy as informal 
ambassadors encouraged to support positive intercultural relations; cross cultural 
exposure and understanding, and enhanced learning through cultural music enrichment 
by gaining insight into different perspectives, people, and cultures. 
Barriers (Theme 3): Critical barriers to implementing successful intercultural 
music collaborations included: logistical barriers associated with travel, language and 
communication issues; scheduling and calendar-year differences; financial, student, and 
administrative support resources; isolation from the local community due to high 
security; lack of integration between local communities and base personnel, and cultural 
differences that cause misunderstanding, resulting in more barriers to overcome. Limiting 
the LOASS to exclusively focus on providing an American-style experience and 
American standards of education seems to numerous participants in this study, a missed 
opportunity to experience the one thing that distinguishes it from other overseas school 
systems. 
Overcoming Barriers (Theme 4): Participants described various strategies to 
overcome common barriers, such as (a) overcoming language barriers by focusing on 
connecting through the music and the shared effort of the collaboration as well as the use 
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of multiple languages and interpreters; (b) community limitations through establishing 
groundwork and using existing community connections/liaisons; (c) resource restraints 
through parental and administrative support; and (d) logistical barriers through 
administrative scheduling, strong American military support of and advocacy for ICs and 
(e) constant involvement of and strong teacher persistence in turning barriers into 
opportunities. 
Success (Theme 5): Conceptualizations of successful collaboration included: 
shared learning and appreciation through a shared musical experience; audience response 
through applause and encouragement; cultural learning achieved through social 
interactions and exposure; positive reactions and feelings of participants; social 
relationship building and friendship development with host nation counterparts, and 
confidence in knowing that such IC activities will continue in subsequent years. 
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CHAPTER 5: CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS 
The large overseas American school system (LOASS) at the center of this 
investigation was formed in 1946 following the end of WWII. Since that time, the United 
States, with authorization of congressional funding, has operated over 200 schools within 
the borders of 20 allied nations, many of which no longer exist. Its students are 
dependents of military and U.S. Department of Defense civilians assigned to Army, 
Navy, Air Force, and Marine Corp installations. In each school, at least one music teacher 
is employed and develops the program according to American-style music education 
standards of the time. The system’s curriculum has included band, choir, orchestra (and 
their sub-genres of chamber, madrigal, and jazz ensembles), and general music at all 
levels with the occasional offering of class piano, guitar and music theory. It has been the 
LOASS’s intention to align that curriculum with American standards, so that if its 
students return to the U.S., their credits will transfer fully toward a high school diploma. 
The differences documented as a result of this research are a reaffirmation that 
outside the gates of each military base are host nation schools, faith communities, civic 
leaders, and other public service groups with whom LOASS stakeholders can partner. 
The purpose of this research was to identify former music students and music teachers 
who would speak to whether or not they participated in activities through music that 
enabled intercultural collaboration with host nation music ensembles and their 
communities. That is to say, did they plan for and participate in rehearsals and 
performances that involved an active combining (not just exchanging) of United States 
and host nation students and/or their teachers? As a result of a narrative inquiry 
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methodology, semi-structured surveys and interviews were conducted with large 
participant pools. Combined with the field research process of locating and gleaning 
relics for their qualitative value, an antenarrative was formed as the story before the story, 
from which participants’ narratives emerged in their own words. 
Antenarrative is considered, in this respect, not as static sets of procedures for 
gathering information. Instead, as a body of evidence, it is considered an active 
precursory and contextual process that brings the terminal narrative to life. Through an 
interpretive paradigm, I encouraged the voices of participants to speak for themselves. 
Ultimately, the study culminated in a comprehensive and descriptive set of narratives that 
richly detail a living and storied history of intercultural collaborations through activities 
in music education with the LOASS. I now provide answers to each of the study’s 
guiding questions and complete a picture of interculturally collaborative music education 
activities within this system. These include: the ways in which participants have or have 
not collaborated through music; participant perspectives on those experiences in the 
context of the LOASS; inhibiting barriers to collaboration, and the ways in which their 
experiences have contributed to the lives and learning of its music teachers and students. 
Research Questions 
My collection and analyses of significant and unique qualitative data regarding 
the LOASS and its role in intercultural collaboration through activities in music 
education qualifies me as a scholar capable of answering the guiding research questions 
that drove this investigation. Through narrative inquiry, the goal was to address and then 
answer guiding questions through a carefully conducted research process. Those guiding 
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questions were: 
1. What are the ways in which LOASS teachers and their students 
collaborate musically across schools and cultures? 
2. What are teachers’ and students’ perspectives on their collaborative 
music experiences in the context of the LOASS? 
3. What are the barriers that inhibited such collaboration to from taking 
place? 
4. What are ways in which these experiences contribute to the lives and 
learning of LOASS students and teachers? 
Description of the Sample 
The teacher participant pool comprised 80 participants, 56% of whom were 
female and 44% male. Teachers began in the LOASS as early as the 1970s (8%) and are 
representative of every decade since, including those who are still employed by the 
system (7%). The length of teachers’ careers spanned from as many as 20 or more years 
(23%) to as few as 1 to 3 years (10%). Participants taught in 14 different countries with 
the highest numbers in Japan (48%), Germany (43%), Korea, and the U. K. (each at 
12%). The majority (98%) had taught a choir class, followed by general/elementary 
music (89%) and 74% who had at one time taught band. The fourth largest group (50%) 
had taught music appreciation, followed by 38% who had taught guitar. 
The student participant pool comprised 127 participants, 53% of whom were 
female and 47% male. Students began in the LOASS as early as the 1960s (1%) and are 
representative of every decade since. As this participant pool includes only former 
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LOASS students, none are still enrolled in system schools. The number of years in which 
students attended spanned from as many as 12 years (12%) to as few as 1 to 3 years 
(12.5%). Participants enrolled in music classes in a total of six countries with the highest 
numbers in Japan (49%) and Germany (41%). The remainder sang or played in 
ensembles in South Korea, the U.K., Belgium (each at 7%), and Italy (5%). The majority 
(61%) had sung in a choir class, followed by 55% of instrumentalists who had played in 
band. The third largest group (13%) had enrolled in music theory, followed by 8% who 
participated in class piano or guitar (7%). 
Qualitative Interview Results 
Following survey responses, I contacted via email the 20 current and former 
teachers (11 males and 9 females) who indicated their willingness to participate in 
follow-up interviews. Only 15 members (10 males, 5 females) replied to the invitation 
and were scheduled accordingly. Likewise, I contacted 29 former students (16 males and 
13 females) who, on their initial survey, had indicated a willingness to be interviewed as 
well. Only 10 members (5 males, 5 females) replied to the invitation and were 
subsequently interviewed. Interviews of teacher and student participants began on August 
11, 2014 and concluded on November 25, 2014. Transcriptions of the interviews’ 
160,000 words were carefully analyzed. Ultimately, several overarching, thematic 
categories and sub-categories emerged from the data and were used to tell the story of 
ICs in participants’ own words. 
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Archival Documents and Relics  
 As a result of my extensive field research I discovered numerous relics, which 
added the second of three elements to our antenarrative ‘story before the story.’ Evidence 
of archival relics was sought because, until now, only survey answers and opinions had 
been gathered. This did not constitute proof that ICs occurred in and of itself. Hence, a 
document analysis of school yearbooks, archival Stars and Stripes articles, and other 
memorabilia were sought to corroborate the types of ICs indicated in the survey results. 
School yearbooks. From the American Overseas Schools Historical Society 
(AOSHS) in Wichita, Kansas, I selected a sample of 200 traditional, hardbound school 
yearbooks dating from 1946 to the present (See Appendix VI). I found that very, very 
rarely did a school yearbook contain more than traditional static and posed photos of 
music ensembles and the names of their students and instructors. Although some issues 
profiled the Host Nation program within schools, almost no direct evidence of ICs and 
partnerships between those Host Nation programs and music departments existed in the 
form of stories or pictures in the yearbooks. When it did, it usually appeared only 
generically (not music specific) and was linked to the front-matter acknowledgements of 
administrators or by yearbook staff. This is a very significant discovery. It may indicate a 
serious error in the research to presume documentation of ICs would appear as significant 
activities in the life of a school year. Although post facto location of other digitized 
yearbook relics have been discovered on Facebook and through specific schools’ 
historical websites, these resources were not utilized, their relics not studied, and their 
content was not analyzed. Doing so was outside the scope of this dissertation. 
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Stars and Stripes archives. Numerous articles on friendship concerts, host nation 
liaisons, and especially activities in which interview participants were discovered and 
gave credibility to the responses of participants in the preliminary surveys. It is 
noteworthy to mention that numerous stories on LOASS honor festivals existed, but 
almost none of those stories mentioned inclusion of host nation students or their teachers. 
This gave further credence to the notion that exchanges or concerts in the community 
were akin to collaborations with stakeholders. 
 Memorabilia. Ultimately, participants who had experienced ICs contributed most 
of the supporting evidence, and most were teachers, not students. These included concert 
programs, reports filed with superiors in the form of after-action reports and personal 
photographs. Names of host nation participants or liaisons were often listed in concert 
programs. Occasionally, pictures of a variety of host nation facilities were shared and in a 
few cases, participants shared audio recordings (one as old as 1965) of collaborations for 
analysis. How to provide those recordings and scholarly analyses of audio performances 
within the pages of this research project was not possible. Performances were only 
described and could not ultimately be shared with the academic music community.  
Research Question One: What are the ways in which LOASS Teachers and their 
Students collaborate musically across schools and cultures? 
I am only able to answer each research question in the context of the LOASS for 
this study. It is likely that other instances of IC have taken place within the 200 schools of 
the LOASS and the host-nations in which they reside since 1946. The descriptions I have 
provided below, as well my description of the extent to which teachers and students 
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participated in ICs help to answer the first research question. 
Descriptions  
The earliest ICs discovered were in ecumenical partnership with the local host 
nation faith community. In France (1960s) and in the Philippines (1970), the partnerships 
enjoyed by students were instigated, supported, funded, and encouraged by church 
leaders rather than the LOASS on a U.S. military installation. Lack of instruments and/or 
teacher involvement drove music students to seek opportunity for ICs outside the school 
setting.  
In the 1980s and 1990s, intercultural collaboration activities through music were 
evidenced mostly through oral accounts of cultural exchange (rather than collaboration) 
of local LOASS students and host nation kids (Japan and Korea), and of stand-alone 
performances off base. Most student accounts recalled ICs as social opportunities, rather 
than musically enriching. Nearly all activities came to fruition when LOASS teachers 
approached host nation teachers and civic leaders, and never at the urging of the 
American music students. Only a few pictures provided by a single retired teacher from 
ICs in England and Japan represented the breadth of relics that can confirm their 
existence. 
Only a single former student who attended a system school in Italy in the 1980s 
provided photos of music activities and events. Only three former music students relayed 
oral accounts of LOASS music festivals (Germany and Japan) and accounts of large-scale 
authentic collaborative joint performances both on and off base (Okinawa). 
Many teachers as far back as the 1970s told passionate tales of organizing musical 
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field trips (England), instigating honor festivals (Germany), and performing at civic 
events throughout civic and joint-military force concerts (Japan). In the 1980s, teacher-
leaders provided instrument resources to local and ill-equipped jazz bands outside the 
gate (Germany), instructional support and mentorship of underfunded local youth 
orchestras and singers (Panama), and collaborative elementary band/host nation programs 
performances that became ongoing traditions long after the teacher had moved on 
(Iceland). Only on two occasions did former teachers provide as evidence, photos, after-
action reports and intercultural concert programs that clearly showed participation of both 
LOASS and host nation students and their teachers (England and Korea). 
Teachers from the 1990s and 2000s recalled playing in community bands 
themselves (Belgium), and helping jazz bands expand their reach and proficiency by 
recording and touring with established U.S. programs as well (Germany). Since the tragic 
events of September 11, 2001, stakeholders have been paralyzed by increased security 
measures, restrictions to base access, tighter financial restraints by administrators and 
have simply resigned themselves, by and large, to simply hearing, “No!” 
Key stakeholders. Participants cited those most responsible for initiating, 
implementing, supporting, and promoting collaborations as LOASS teachers and their 
host nation counterparts. Total community involvement both on and off base by host 
nation coordinators and local administrators comprised the key support system needed to 
make ICs possible. Teachers felt this support system (more often than not) was not 
willing or able to contribute the time or resources necessary to assist ICs in being 
successful. 
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Teacher participation in ICs. Although attendance by teachers with their 
students at formal concerts within the host nation was as frequent as once per school year 
(54%), 35% of music educators never engaged in teacher/student collaborations with host 
nation stakeholders in their careers. This emphasized a concept disconnect. Teachers 
likened their role in exchanges (unidirectional performer versus spectator relationship) as 
identical to (an omnidirectional relationship of ‘we interact every step of the way with 
them’) collaborative and combined activities with those same stakeholders. 
Student participation in ICs. Most students said they never participated in any 
form of IC with host nation musicians (53%) as an LOASS music student.. Of those who 
participated, the vast majority felt it was successful (98%), with only one student feeling 
it was not successful. Most felt this success was primarily because of the interest shown 
by the school’s music teacher (62%). Others felt the success was due primarily to an 
interest from the host nation school/teacher (29%). Others felt on a secondary level, well-
planned scheduling of an IC event in the context of a school year (25%) played a 
somewhat significant role.  
Research Question Two: What are teachers’ and students’ perspectives on their 
collaborative music experiences in the context of the LOASS?  
Teachers perceive that they see the world of music education, both in and out of 
the classroom very differently from their students. There were notable differences 
regarding perceived success of, expectations and outcomes for and in hindsight, 
perspectives following an IC. It is my analysis of these differences that help in part to 
answer this important question. 
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Participant Perspectives 
Intercultural collaborations (when experienced) provided teacher and student 
stakeholders with a wide-variety of experiences. Perspectives on reasons for those 
experiences were unique to each stakeholder demographic. In addition they held varying 
beliefs as to what were the most important experiences for creating successful ICs: 
Musical experience outcomes were seen as the most important reason for ICs by 91% of 
the teachers; social experience outcomes were seen as the most important reason for ICs 
by 90% of the students. ICs were seen as important cultural experiences by nearly 80% of 
students. Students and teachers were thought to have envisioned ICs as performance-
experience activities in nearly equal amounts (64%).  
Former students perceived ICs as a vehicle for military relations were most 
important to the military (78%), administrators (58%) and host nation communities 
(51%). This is different than teacher-respondents who indicated their certainty that 
community relations would be most important to the military community (72%) and to a 
lesser extent amongst administrators (54%) and teachers (51%). It is striking that students 
felt the overall IC experience benefitted not only themselves or their teachers, but also 
their colleagues off-base and the military community in nearly equal numbers. Students, 
like their teachers, stressed (unidirectional) exchange as the means by which 
collaborative (omnidirectional) activities were experienced in mostly informal, rather 
than formal settings. 
Finally, participants offered great insight into the social (connections and 
relationships), professional (resources and opportunities), personal (accomplishments and 
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musical growth), and cultural (ambassadorial and diplomatic) motivations involved in all 
facets of ICs. From initial conceptualization and planning until their ultimate conclusions, 
each demographic perceived these motivations differently. Each connection, each 
opportunity, and each role participants played led ultimately to the success of the IC. 
Without the insight that success meant a team effort, perception that ICs were important 
or even necessary might have led to a completely different series of outcomes. 
Research Question Three: What are the barriers that inhibited  
such collaboration from taking place? 
 Barriers that inhibit stakeholders from engaging in interculturally collaborative 
music activities are both real and substantial. Many of these barriers experienced as long 
ago as the 1960s remain to this day, identical. I have discovered that the logistical needs, 
available financial resources, and cultural differences between American and host nation 
participants are often viewed as insurmountable. In uncovering these themes, I am able to 
present a more comprehensive answer to question three than has previously been offered, 
and now describe in detail systematic strategies by which barriers to ICs can be 
overcome. 
Barriers to Intercultural Musical Collaborations 
The following emergent themes address the perceived barriers to intercultural 
collaboration and are divided into four subcategories: logistics (planning, scheduling and 
access); resources (financial, lack of administrative support, and teacher apathy); 
isolation (due to heightened security, limited access, self-imposed aversion to leaving the 
base and comfort zone or proximity), and with regards to cultural and host nation issues 
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(difference in language, communication, educational systems, customs, closed 
mindedness and fear). Participants worked diligently in developing different ways to 
interculturally communicate. Most collaborators attempted to be sensitive to the needs of 
host nation representatives regarding differences particularly in terms of language. This 
effort toward becoming interculturally sensitive to the needs of host nation stakeholders 
is a healthy first step in the process of becoming intercultural. 
Nearly all demographics mention language as a factor in both successful ICs and 
barriers to collaboration. School-level language teachers often accompanied participants 
to the events, and regularly, students themselves were available to assist as interpreters. 
Students unequivocally recounted the ease with which they were able to communicate 
non-verbally and with gestures to students with whom they were making music. Perhaps 
this ability is due in part to students not being risk averse. Most teachers and their 
students noted that communication was easier than expected because the language of 
music was a commonality they shared. This premise does not exist in any previous study 
reviewed and is significant. Music educators who want to attempt collaboration should 
not at any point be deterred by fear of language incompetence. Rest assured, participants 
can manage those differences when the focus of the activity is the language of music. 
Strategies for Overcoming Barriers to Collaboration 
Responses pertaining to how barriers were overcome were broken into four 
thematic sub-categories: overcoming language and communication differences (trust in 
the reliance on the common language of music, use of interpreters, and shared effort); 
going beyond community or cultural limitations (establishing groundwork, partnering 
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with established infrastructure, working with host nation liaisons, and reduction of fear); 
being prepared to overcome resource restrictions in creative ways (parental support, 
administrative engagement, free rehearsal and performance venues), and personally 
solving numerous logistical challenges (administrative action, advance scheduling, 
teacher persistence and risk-taking, freedom from bureaucracy and foremost focus on the 
students). Each participant pool agreed the most important facet of overcoming barriers 
boiled down to one thing. Interested and proactive music teachers and their host nation 
counterparts (as opposed to those disinterested and apathetic) were the most important 
factor in the process of problem-solving and subsequently overcoming barriers to ICs.  
Answering Research Question Four: What are ways in which these experiences 
contribute to the lives and learning of students and teachers? 
 Participants discussed the ways in which IC experiences contributed to the lives 
and learning of LOASS teachers and their students. Contributions to stakeholders are 
programmatic and musically artistic, social interaction, increased cultural exchange, and 
are understood as components of enhanced learning. Nearly 100% (98%) of all 
participants who had experienced an IC, found them to be successful. I have detailed 
those positive contributions through narrative in the previous chapter. In this context, I 
am now able to address the perceptions of and prescriptions for success. The answers to 
question four are as follows. 
Perceived Success of Intercultural Musical Collaborations.  
ICs, when experienced, have been tremendously successful from the vantage 
point of both students and teachers. The only clear difference between teacher and 
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student perspectives is their level of awareness of what is really going on in the music 
program itself. No students knew from experience actually what went on in the extensive 
planning for and execution of an IC. They were, as many students pointed out, simply 
along for the ride. If their teachers told them that such opportunities were forthcoming, 
their only option was to prepare music as well as possible. They had no concept of what 
the IC would be like, the barriers that needed to be overcome or why at times, the plans 
fell through. 
 Teachers too held this general perspective. They were fully aware that they were 
the ones who would be counted upon every step of the way, from conception to concert. 
They did not remember how or at what point along the journey they made their students 
aware that such ICs were upcoming. The musical selections by and large were identical 
to any other normally scheduled, annual concert. In both cases, the process of preparation 
remained the same. Often teachers didn’t tell their students details until the event was 
certain to occur. 
Teachers’ and students’ conceptualization of success was measured or perceived 
in the following ways: thematically and represented by shared learning and appreciation 
of experience (enjoyment and aesthetics of activity); audience response (applause, 
compliments and being offered repeat invitations for future ICs); cultural learning and 
understanding through interaction (intellectual edification and skill development through 
peer-to-peer mentoring), and continued interest in and positive reactions of student 
participants (team-effort, pride in self and others) following the events. Students 
remember the social interactions and subsequent development of friendships many years 
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(sometimes decades after the event). These interactions increased through personal 
communication and most recently through use of social media as the years went on. A 
sense of legacy and novelty contributed to the lives and learning of students. These 
contributions manifested through first person narrative accounts, as participants warmly 
recalled continuation of IC events in subsequent years (advocacy by stakeholders to 
repeat or develop activity further). Once success was experienced, more events were 
planned and usually involved a greater level of support from administration, military 
officials and host nation representatives. 
Prescriptions for Success of Intercultural Musical Collaborations 
The prescription for creating a successful IC appears to depend on the desired 
outcomes of teachers. Groups that enter into partnerships that are considered informal 
will be most often successful if experienced by participants in performance settings that 
are also more informal as well (gymnasiums, shopping malls, outdoor landmarks). Such 
ICs involve extended periods of time, not just during breaks from rehearsals or 
performances, in which robust social interaction is encouraged as part of the overall 
experience. These are types of ICs that are most memorable to LOASS students and 
perhaps from students from each host nation. 
Musically speaking, when stakeholders aim for devising the most musically 
successful experiences, very different requirements must be made. Planning must begin 
far before the event takes place. Awareness of the plan and permissions from 
administrators absolutely must begin in tandem with proposed schedules. Rehearsal time 
must be extensive in both participant schools (on and off base communities), and those 
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rehearsals must be focused on the literature to be performed. Social time must be strictly 
regulated and subservient to the desires of students. Concert performances must be at the 
finest facilities available to musicians and, an audience must aggressively seek to fill the 
space as spectators. Successful events are followed by long, ongoing periods of reflecting 
on quality of the performance, formal evaluation, and a commitment to improve 
deficiencies with an eye on planning the next event in better and more efficient ways. 
The common denominator in the success equation seems clear. Whether ICs are 
constructed for social or musical success, a competent, motivated teacher must be willing 
to initiate, plan, and organize all aspects of the collaboration, and then be willing to step 
away. This allows students to blossom on their own without constant dependence upon 
their teachers for guidance as they progress through a specialized process 
complementing/supplementing what Vygotsky revered as a ZPD. With the exception of 
an exemplary host nation liaison to assist, little evidence suggests that administrators 
(through little fault of their own) will be knowledgeable enough about either music or the 
collaborative process to play a significant role at any step of the way. No one but the 
teachers involved will be able to likely navigate the seemingly endless parade of barriers 
placed in their way before the terminal performance takes place. 
Conclusions and Implications 
 Intercultural collaborations have not been systemically envisioned as either 
complementary or supplementary to music education programs within the LOASS. This 
is to say, although evidence of ICs was acknowledged in both survey participant pools 
from nearly every country and in every decade since the 1960s, and spoken of at length in 
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the semi-structured interviews that followed, occurrences are random and not exclusive to 
or absent from any particular country or era. ICs are at best only occasional activities, 
prompted exclusively by music teachers and rarely involve host nation counterparts in 
truly intercultural and collaborative ways. ICs are not an adequately supported, funded, or 
encouraged programs overseas. These findings notwithstanding, truly interactive and 
intercultural collaborations that have existed are wildly successful, thoroughly enjoyable 
events and thought of for many years after their occurrences as amongst the most 
memorable musical and social experiences of both the LOASS’s teachers’ and their 
students’ lives. 
Contributions to the Extant Body of Literature 
 I neither claim an altogether novel nor differing view of the extant body of 
literature regarding the subject of intercultural collaborations through activities in music 
education. What I do present are the ways in which previous authors address specific 
differences between the terms cross- and intercultural and address these terms in context 
by the roles they play in collaborative activities.  
I also believe that becoming intercultural is a process through which very few 
music educators and students have undergone either by immersion or training. I have 
discovered the ability to work in intercultural settings is not innate, but is a bi-product of 
becoming intercultural over time. As such, my research fills an existing gap between 
where stakeholders believe they are and where they must be in order to engage most 
affectively in interculturally collaborative activities. 
Finally, I have re-envisioned the term antenarrative and its role in narrative 
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inquiry methodology. I am convinced that each facet of the research process is a living 
component of the ‘story before the story’ and unfolds into its subsequent, interpretive 
narrative. Respectfully, I treat antenarrative in this context as comprised of survey, 
interview, and relic analyses as inextricably link. I believe these steps in the research 
process are normally perceived as stand alone components in the research process. By 
way of contrast, I have found that it is only when viewed as a whole, that antenarrative 
becomes a vital ingredient of a lived-history such as that described in the LOASS, which 
in totum, can be shared through narrative. 
Cross-Cultural vs. Intercultural 
Defining intercultural in previous literature has been difficult and is not easily 
agreed upon. Not only are the terms cross-, multi- and intercultural routinely used 
differently and interchangeably from scholar to scholar, but also from country to country, 
and decade to decade. I assert modern interculturalism is an active process in which 
culturally dissimilar populations come together to create and share something new. In the 
context of this dissertation, the medium through which ICs are accomplished is through 
activities in music education.  
Intercultural collaboration in the LOASS was neither centered around nor 
dependent upon multicultural performance repertoire of America or the host nation 
stakeholders with whom they partnered. Intercultural collaboration was not perceived as a 
cross-cultural event in this study either, in which Cushner, McClelland, and Safford 
(2012) denote a unidirectional flow of information and activities from dissimilar teacher 
and student populations to their host nation counterparts or vice versa. Participants 
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repeatedly told stories of exchange between host nation and LOASS stakeholders, 
incorrectly characterizing and describing such activities as omnidirectional intercultural 
collaboration. Gupta (2003) distinguished cross-cultural as a component of comparative 
methodology and regards intercultural as “defining a cultural encounter that goes beyond 
the passive and the observational” (p. 159). 
Becoming Intercultural 
Becoming intercultural is a process that infers actions of intentionality. Such 
actions were rarely observed in either student or teacher participants’ interviews or in the 
relics provided. Becoming intercultural is a unique process in which no one engages prior 
to living, teaching or studying overseas in a culture different than his/her own. 
Additionally, the LOASS does not offer training programs for faculty, staff or students 
and their families in an effort to become intercultural beings. This dissertation details the 
storied history of participants in ICs over a long, diverse continuum.  
Because LOASS stakeholders are ill equipped to engage in these activities before 
they present themselves overseas within a host nation, teachers and students are simply 
unaware of how unprepared they truly are for those experiences. While previous research 
had addressed elements of this process in cursory ways, I have taken great care to 
describe the many facets of becoming such a person in the context of the LOASS over a 
continuum. A recapitulation of those components is presented in the pages that follow. 
“Intercultural may be used to refer to encounters where individuals are immersed 
either temporarily or permanently in cultures other than their own” (p. 159). Such 
immersion in the LOASS’s ICs was often difficult at best because participants were never 
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trained to become interculturally sensitive. Therefore, they couldn’t immediately possess 
the “ability to think and act in interculturally appropriate ways” (Hammer, Bennett, & 
Wiseman, 2003, p. 422) without having been previously in intercultural environments. I 
suggest that all system stakeholders including military members and their families would 
be well-served by attending training (even briefly) using the Developmental Model of 
intercultural Sensitivity or DMIS (Bennett, 1986, 1993) and/or Mitchell R. Hammer’s 
Intercultural Development Inventory (1999) or IDI as evaluative guides in gauging where 
individuals lie on a measurable continuum. None of us as stakeholders were ever made 
aware of this type of training or assessment. Whether this training would be of help to 
LOASS stakeholders is of course, unknown at this time. 
I am in neither absolute agreement nor total opposition with any previous 
researchers’ positions. I do not agree however that today’s intercultural collaborations 
(especially in education) resemble those experienced by Norman Drachler and his 
contemporaries during and immediately following WWII (Halvorsen, 2013). As we are 
now allied with both Japan and Germany in the LOASS, none this study’s participants 
ever expressed notions of superiority retrospectively based on race or nationhood. 
The extant literature to this point reflects a wealth of information pertinent to the 
individual elements of that process as active in nature or inextricably linked to one 
another. Instead of addressing skill development of intercultural sensitivity, competence, 
and communication, the body of literature deals with these elements in philosophical 
ways independently of the others and not with activities in mind. For example, 
Collaborative Learning Theory (CLT) literature previously described, generally leverages 
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the skills of individuals versus that edification provided by a group experience. 
Researchers generally use intercultural education as a term to describe efforts to 
homogenize people in ways that are unnecessary.  
I do not remember ever receiving training as a teacher in the United States or 
overseas in the Vygotskian school on Collaborative Learning Theory. Currently no such 
training on “how individuals function in a group” (Dillenbourg, Baker, Blaye, & 
O’Malley, 1996, p. 1) exists in the context of becoming intercultural as an educator in the 
LOASS. By way of contrast, my study details collaborative activities, but does not 
address Vygotskian philosophy in a comparative way to other philosophies or 
pedagogies. Instead, I focused exclusively on collaboration as an activity. Vygotsky 
(1978) developed his theories into what he defined as the Zone of Proximal Development 
or “the distance between the actual developmental level as determined by independent 
problem solving and the level of potential development as determined through problem 
solving under adult guidance or in collaboration with more capable peers” (p. 86).  
The same may also be true of one’s intercultural development where those 
functions “have not yet matured but are in the process of maturation” (Vygotsky, 1978, p. 
33). I believe as one engages in more interculturally collaborative activities, they begin to 
function not only interdependent upon the group body, but independently as well. I have 
provided some of the inaugural research in detail and demonstrated such activities not in 
theoretical ways, but by including specific examples of collaborative music activities 
brought to life. I have found that overall, researchers have provided little to no examples 
within the current body of literature that describe either the collaborative processes 
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involved or the outcomes achieved by learning in large musical ensembles, and certainly 
not like those experienced with host nation counterparts overseas.  
In an increasingly globally connected world, the United States’ National 
Education Association (NEA) details a number of steps that “districts, states, and the 
federal government can take to promote global competence among educators” (NEA, 
2010, p. 3) including: Alignment of teacher preparation programs with global 
perspectives; design and support professional development programs with a global focus; 
find new ways to foster international exchanges; expand the teaching of foreign 
languages, and incentivize “states and local school districts to internationally benchmark 
their education systems and standards against high achieving nations” (p. 3). 
I believe music education advocates in particular must lead the way in this regard. 
We are in a position to push the envelope presented by the NEA even further, for ours is 
largely an ensemble-base approach in which we integrate globally interconnected 
curriculum with culturally dissimilar students on a daily basis. This approach is 
representative of our desires for and expertise in collaboration in the twenty-first century 
classroom. Pedagogically, we encourage activities that demand constant and sequential 
musical progress. We encourage novices to move from a complete reliance on music 
teachers through the ZPD toward independence from (or at least an interdependence on) 
their peers within the ensemble. While the curriculum of each LOASS’s host nation is 
unique, it is through activities in music education that we come together and share in each 
other’s uniqueness while deemphasizing plurality in favor of fostering relationships. My 
research addresses intercultural music education as a community of sojourners and is 
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under-represented in the literature. This is especially true in the United States where 
music education curriculum and processes are often viewed in ways that are isolated from 
the rest of the world and such, antithetical to the host nations in which they are situated.  
Although UNESCO, ISME, and NAfME long ago endorsed music as a medium 
through which intercultural understanding can be nurtured, studies involving American 
participants of any era or system do not exist. In addition, neither intercultural ensembles 
nor interaction between people of different countries are regularly discussed in the 
literature. I am amongst the first researchers to contribute new perspectives on both the 
process of becoming and participating in activities that are intercultural within an 
international context of music education.  
Role of Antenarrative 
My method of gathering data to form antenarrative as a story before the story 
differs from that of Boje (2001) in minute but significant ways. I claim developing 
antenarrative is a vital precursory process in the formation and development of terminal 
narratives. My use of comprehensive participant and system demographics, survey 
results, extensive interviews and archival relics form separate legs within the research 
process and bring narratives to life. My analyses and use of that qualitative data is the 
component of antenarrative designed to inform readers and are not treated as stand-alone 
elements and are interdependent upon one another and simultaneously give voice to the 
narratives that follow. As a result, I use my study’s results to reveal themes that shed new 
light on successes and barriers to intercultural collaboration through activities in music as 
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told in narrative form using participants’ own words. These words take on an imaginative 
life of their own and are a fundamental outgrowth of antenarrative.  
Limitations 
Improper Conception of Intercultural Collaborations vs. Exchanges 
A primary limitation of this study was the repeated mischaracterization by 
participants of intercultural exchanges (unidirectional) as being synonymous with 
interculturally collaborative (omnidirectional) activities. I believed prior to the study (and 
still do) that fundamentally, true intercultural collaboration is a newly envisioned activity 
of performing with host nation counterparts and is wholly different than simply 
performing for them without that same interaction. I was in essence, trying to study 
something that in the greater scope of the systems’ 68-year history had simply not 
occurred and therefore remains largely misunderstood. That mischaracterization was not 
anticipated and may have affected the results, as I allowed participants to detail events as 
hybrid activities instead of consistently clarifying the differences between unidirectional, 
intercultural exchange and omnidirectional collaboration. It is not clear to what extent, if 
at all, my findings were in any way skewed by this and was outside the original scope of 
this dissertation. 
Breadth and Incorporation of Data 
The amount of data amassed through survey, interview, and field-research 
(characterized as an active construction of antenarrative) protocols far exceeded 
expectation. As a result, it became clear that only a small portion of the demographic, 
engagement in the activity, and archival relics could be scrutinized and ultimately 
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analyzed in this dissertation. The above antenarrative was envisioned as the ‘story before 
the story’ and led to the final narratives as such. That is not to say that the data chosen 
was not handled well or in an academic manner. On the contrary, integration of the 
aforementioned yielded a thorough context in which the narratives were written. The 
amount of data, however, exceeded what could be addressed in this study alone and was 
often extremely overwhelming. 
Naming Convention of School System 
The LOASS as an institution insisted that as a condition of publishing this paper, 
the acronym LOASS was to be used at all times. Regarding use of this naming 
convention, I had no control. Although I understand this request to be standard-procedure 
for such studies, readers of this paper will grasp neither the complexity nor significance 
of interculturally collaborative activities in the context of this specific system. I 
constantly asked myself, why detail the storied-history of an overseas school system and 
intercultural collaboration’s role through unique musical activities if in the end, a 
worldwide audience of music educators and scholars still don’t know the specific system 
at the center of this research? The results could be duplicated elsewhere if readers were 
made privy to this information and had the ability to intellectualize it in its proper 
context. 
Recommendations 
Alternative Approaches for Future Research 
 This narrative inquiry dissertation was conceived as a means to study intercultural 
collaboration through activities in music education in a large overseas American school 
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system. This system’s storied-history is formidable and extensive. While it is not 
expected that future scholars will be able to duplicate this study, there are many different 
alternative approaches that subsequent researchers interested in the subject can and 
should pursue. Alternative methodologies researchers may consider are both quantitative 
and qualitative in nature.  
 Actionable recommendations for future studies are inherently different from 
simply brainstorming the unlimited alternatives to this study’s specific interpretive 
paradigm in which I utilized narrative inquiry methodological approaches. Actionable in 
this way means that other researchers could supplement and/or complement the study in 
ways that are truly possible and not just hypothetical. Using guidance from Phelps, 
Sadoff, Warburton, and Ferrara (2005), Creswell (2007), Gall, Borg, and Gall (1996), as 
well as contemporary issues compiled by Flinders and Richardson (1992), several very 
feasible studies can be conducted successfully in the future involving the LOASS 
specifically or in tandem with other systems (host nation or international schools) as 
partners in the intercultural collaboration process. 
Grounded theory research. Beginning with “broad questions that are flexible 
enough to examine a phenomenon in depth” (Phelps, p. 165), grounded theory data “are 
collected in the field rather than from research literature.” For example, LOASS studies 
in grounded theory might instead ask the following general questions of potential host 
nation or international school stakeholders’ perspectives prior to partnering with an 
LOASS : 
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• What might intercultural collaborations in music look like as a 
phenomenon? (rather than a specific defined ensemble-base activity) 
• Which processes are the most efficient through which ICs come to be? 
(Concepts, procedures and ultimately product) 
• How might different teachers engage in a process of becoming 
intercultural before beginning a study and how might they benefit? 
(sensitivity training, language study and/or communication style 
mentoring) 
• How can interviews alone help researchers identify core beliefs common 
to all participants (thoughts on diplomacy, ambassadorial function, public 
relations)? 
Results can then be called grounded theory when they standardize approaches to 
answering the examples given above. 
Critical theory. Relationships between historical occupier (American) and host 
nation communities (any European or Asian country in which LOASS schools reside) 
often consist of power leverage issues of one over the other. While such issues are often 
unspoken, cultural differences of perceived we are in control or we make the decisions 
about events do in fact arise (surveys or evaluations can be distributed to adults and 
students after the event). 
Case studies. Individual schools or directors attempting ICs might be followed 
for an entire year or longer and observed in many ways. These are but a few examples 
imagined. Each study is possible, and ultimately actionable: 
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• Observation of American or host nation stakeholders’ problem-solving 
skills and efforts to overcome barriers. 
• Observation of American and host nation teacher interactions. 
• Conflict identification and resolution strategies. 
• Relationships between administrators and teachers throughout each stage 
in the planning of ICs. 
Action research. Barriers have been identified as problems that are either 
identified and overcome, or encountered and then avoided. Action research studies can 
address individual barriers in their own music programs, and then strategies can be 
standardized to solve these problems in a systematic way: 
• Apply for grants from local host nation governments that subsidize the 
costs of putting on terminal concerts, pay for transportation, underwrite 
advertizing in partnership with American embassies or consulates, 
immediately making the barrier irrelevant. 
• Standardize a process by which the access barrier imposed on host nation 
participants is eliminated. 
• Establish a systemic process through which all events are coordinated by 
host nation liaisons and LOASS language teachers, thus overcoming 
issues of intercultural communication and translations during both music 
rehearsals and terminal performances. 
It is noteworthy that most of the barriers encountered even in these brief actionable plans 
are not in any way musical but rather logistical in nature. 
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Longitudinal studies. Such studies might follow the developmental processes in 
which LOASS music teachers and their students engage over the span of a year or longer, 
perhaps with special attention given to how stakeholders make ICs easier over a 
continuum. 
• Does planning lead-time in year one decrease in subsequent years? 
• Do financial costs become less localized (teachers, schools or parents pay 
the bills) and become subsidized by local governments (grants, in-kind 
monetary or facility donation)? 
• Cohort studies in which high school band and choral programs from the 
same school compare to one another’s experience of an IC activity or how 
their experiences compare to the reciprocating host nation schools’ 
ensembles. 
Designing and implementing such a study may prove difficult at best because the 
transient nature of military personnel and their families require moving generally every 
two or three years. Longitudinal studies longer than this would likely provide unusable or 
invalid data if the study continued for a number of years as the populations would begin 
to change drastically. 
Causal-comparative studies. These ex post facto studies would be conducted 
after conclusion of a school-year or if possible, an entire decade to see why or why not 
(for example) more band engaged in ICs over choirs or vice versa. 
• Level-specific, middle school bands in Europe. 
• Ensemble and genre specific interested in what kind of music was 
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performed most frequently in ICs. Perhaps choice of genre or ensemble 
could in part determine who had the most ICs over a school year or 
decade. 
• Look critically at reasons why more female or male music educators 
initiated collaborations in the first place. 
• In which countries did most ICs occur, and to what or whom is that 
attributed? 
Delphi technique. Like ex post facto studies, Delphi technique driven projects are 
devised to predict future needs (Phelps et al., 2005) by identifying “problems, establish 
priorities, and provide for solutions to problems” (p. 170). 
• Following a systemic dictum from LOASS HQ to high school jazz band in 
Germany, each group (it might be suggested) is to instigate an IC. At 
year’s end, questionnaires are sent out to evaluate the IC on many levels. 
These findings may drive the need for intercultural training in subsequent 
years. Schools could decide to offer teacher-led workshops and share best 
practices or problem-solving strategies with colleagues to overcome 
barriers. 
• Similar mandates might be imposed on administrators to contact host 
nation school colleagues and initiate an open line of communication for 
planning purposes. Results would be used in subsequent years to refine the 
IC planning process based on what worked versus what did not. 
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• Require host nation language teachers in the LOASS to provide event 
support. After working with language teachers in the host nation, plans for 
subsequent professional and student interactions can be refined.  
Pilot studies. My dissertation findings reveal the likelihood that in many schools, 
IC activities in music have never occurred. Initiating small-scale pilot study projects 
might help teachers and students overcome fear when facing the unknown: 
• Structure the activity first as a unidirectional exchange wherein LOASS 
and host nation groups simply perform for one another. 
• Develop a pilot study concentrated on the trouble-shooting involved in 
transporting host nation guests onto the military installation and solutions. 
• Combine to play national anthems of each country at a series of 
community events over a school year and describe the success of the IC. 
These trust-building pilots allay fears of each nation’s participants, demonstrate 
the do-ability of such events, dispel mischaracterizations or financial burdens imposed on 
participants and help pave the way for better American and host nation public relations 
and understanding. 
Ethnographic Studies. The LOASS inherently lies in allied host nations. It is 
outside the scope of my dissertation to assert in any way that this is ultimately a good or 
bad thing. I believe however that is critical that future interculturally collaborative studies 
are conducted, whether in or outside of music education, to examine research potential 
through an ethno-musicological lens. Study possibilities are nearly endless because of the 
ongoing, inextricable and interdependence linkage of cultures in these scenarios overseas. 
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Though approaching the boundary of what is considered actionable (and even the 
possibility of grandiosity), it would be shameful if I failed to advocate passionately for 
readers to see the big-picture possibilities for systemic change. As scholars, we are not 
only responsible to ourselves, but responsible to others as well. Inviting host nation 
stakeholders into the research process as co-investigators, is important if one is to share 
equally and truthfully big-picture perspectives regarding an IC. We must ensure our 
research is representative of all participants in the spirit of reciprocity and to inform our 
research trajectories. By addressing the potential musical ICs offer for global change (one 
person, one school, one country at a time), perhaps together we can, through 
ethnography, “apprehend the way that people construct, operate in, experience, and make 
sense of their world (holistically)… and to do so in a way that affects people’s normative 
conduct as little as possible (naturalistically)” (Szego, pg. 707 in Colwell, 2002). 
• Anthropological perspective-based studies are flexible and suited for 
those, which address the needs of ICs. As conditions change (barriers 
arise), these studies can begin to determine the cultural reasons that 
contribute to or assist in solving barriers. 
• Fieldwork studies should be conducted to authenticate ICs and their 
histories by the storied-history approaches detailed here. 
• Writing of culture as an outcome of ethnographical studies in that 
researchers likely do not “perceive what his informants perceive” (Geertz, 
1983, pg. 58). Because of this, studies can be constructed in a customized 
and tailored manner in which the researcher can address local concepts 
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and constructs while envisioning solutions and applications on a global 
level. 
Local Considerations 
 Amongst the barriers identified, most are in essence elemental resource issues. 
Support of such activities involves financing of events, clearing logistical hurdles, and 
working in partnership with local administrative authorities and host nation liaisons 
within the system for language support. Most importantly, I feel that although many 
participants are eager to collaborate interculturally, they perceive a lack of individuals 
and ensembles with whom to partner. The following actionable recommendations are in 
part, a prescription for success to all stakeholders. 
Financing of events. Ultimately the costs for conducting intercultural 
collaborations are minimal. Traditionally, school music budgets include cost of choral 
octavos and full band/orchestra arrangements, so it is likely supplemental sheet music 
costs can be avoided or shared with the host nation participants. Cost of facility rental for 
performances, potentially enormous, can usually be negotiated and subsidized (or 
provided at no cost) by either the American or host nation partners involved in the IC. 
One very common option adopted by educators is to pay all expenses personally, 
therefore bypassing the bureaucracy altogether. 
Clearing logistical hurdles. On-base access to American military facilities has 
become a huge, but generally accepted barrier. In reality, that perceived barrier could 
easily be overcome. Advance planning is the key. Coordination by administrative and 
host nation liaisons well before the collaboration will occur provides the lead time 
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necessary to gather the vehicle, license and identification information needed to approve 
request for access. When dealing with military security, one’s ability to accept this 
condition for entrance (and willingness to plan accordingly) can and will make all the 
difference. 
Working with administrative authorities. Principals are typically the site-based 
decision makers in their schools and thus have the final say in approving or disapproving 
IC activities and events. Maintaining a good rapport with your chain-of-command allows 
them to trust in you as a music educator implicitly. Keeping them in the loop yields the 
type of support stakeholders need from the onset in order for everything else to run 
smoothly. 
Utilize existing language support. Teacher and student participants have 
indicated at all stages of this research, that during an IC a large number of people for 
whom the particular host nation language is native are already involved in your event. 
Allow participants the opportunity to utilize their skills for this type of language support. 
Ask the foreign (native) language teachers in your school to partner in the process. They 
might really enjoy the event, find it fulfilling and become your best IC ally. Finally, 
request that your district- or area-level liaisons provide free translators to accompany you 
or at least be part of the final performances. 
Identify host nation musicians with whom to partner. Nearly all of the 71 
LOASS-Europe and 49 LOASS-Pacific schools (including Guam) are located within 
100km of a major urban center. It is not clear how many dozen, if not hundreds of school, 
community music and professional music groups exist in proximity to each LOASS 
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school. Modern resources, ranging from local chambers of commerce and civic 
equivalents to simple and advanced Internet searches will result in more possibilities than 
any single educator could utilize over their entire careers. If one is interested in 
partnering with a host nation music ensemble, certainly there is no lack of resources to do 
so anywhere in the world. 
The benefits of this study to LOASS stakeholders and the music education 
community. The next step is for a written report of findings to be submitted to and 
considered by the American Education Activity (AEA), LOASS leadership and music 
educators in the field as a plan of action. While this report can only be taken under 
advisement, it could serve as guidance for integration of ICs into the systems educational 
fabric. Leaders at all levels must be aware that such IC collaboration exists, is logistically 
possible, financially affordable, and will be successful if teachers and their students are 
supported and encouraged to do so. 
International school music education professionals can look to this study as a 
model prescription for what successful ICs look like. While international schools are 
funded differently, are greater in number, serve a different clientele and are located in 
many countries not served by the LOASS, their opportunities to engage in musical ICs 
are strikingly similar. If their stakeholders are interested and highly motivated to do so, 
knowing the barriers they may encounter (and how the may be overcome) in advance can 
mean the difference between frustration and success of ICs regardless of location. 
Finally, I offer very important words of guidance and encouragement to American 
music educators and the ensembles with whom they work domestically. Many of the 
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overseas tours in which you participate are designed solely as omnidirectional activities. 
While edifying and enjoyed by all, the simplicity of adding an omnidirectional 
component to your long-planned event cannot be understated. I encourage you to think 
outside your comfort zone and participate with (not just for) your host nation 
counterparts. These are mutually beneficial partnerships that can only be afforded you by 
participating in intercultural collaborations through activities in music education 
overseas. Do not miss out on the opportunity to do so! 
Summary 
This qualitative, narrative inquiry supported a unique and detailed understanding 
of intercultural musical collaboration within a specific large overseas American school 
system. My findings supported themes related to: various types and perceptions of 
musical collaborative efforts; the important roles LOASS teachers and students play; the 
process of becoming intercultural; prescriptions for creating successful intercultural 
collaborations within the LOASS; motivations for implementing intercultural musical 
collaborations; barriers to collaborations and strategies for overcoming them. The 
findings were used to support detailed understanding and implications for practice. 
Limitations of this study were used to detail the need for continued research in the field.  
 As 12 years of my professional life included daily interaction with the greater host 
nation community in Okinawa, Japan, I experienced both the joys and challenges such 
opportunities ICs afforded to me, and my students. It has been impossible to detail but a 
small number of interculturally collaborative activities through music education in the 
LOASS as experienced by other system stakeholders since 1946. I have presented an 
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antenarrative comprised of participants’ survey and interview results, archival relic 
findings, and other field research unique to this study. Ultimately, it was the terminal 
narrative shared by participants in their own words that made it possible for this story to 
emerge. 
 I am hopeful that music educators still working within the LOASS will afford 
opportunities for ICs to their students on base while serving the needs of host nation 
music students and their teachers off-base through partnership activities. The prescription 
for success includes a motivated teacher, supportive administration, overcoming 
logistical, language and financial barriers, and taking advantage of whatever support is 
provided both by American and allied-nation stakeholders. There are 120 locations 
around the world in which LOASS schools reside, and hence, 120 unique communities in 
which willing partners await the invitation for intercultural collaborations through 
activities in music education. 
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MAPS OF CURRENT SCHOOLS WITHIN THE AEA 
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APPENDIX III 
SURVEY FOR CURRENT AND FORMER LOASS MUSIC TEACHERS  
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 APPENDIX IV 
SURVEY FOR FORMER LOASS MUSIC STUDENT 
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APPENDIX V 
FOLLOW UP INDIVIDUAL INTERVIEW PROTOCOL AND QUESTIONS 
Sequence of Follow-Up questions to be asked 
Opening Question: Evidence of Intercultural Collaborations through music 
between LOASS teachers, their students and host nation teachers and students has been 
discovered through the survey protocols in which you participated prior to your arrival in 
Dallas sometime between June 15th, 2013 to the present. To reiterate, did you or did you 
not indicate that you have participated in such collaborations during your time in LOASS 
music education?  
Introductory Questions for those answering in the Affirmative: You have 
confirmed that you participated in an ‘Intercultural Collaboration’. Now, think back to, 
reflect upon, and tell me the story of how that overseas, musical activity came to be?  
What if anything did you think was different about that kind of musical activity 
when compared to normal yearly concerts at your school? 
Introductory Questions for those answering in the Negative: You have 
confirmed that you participated in an ‘Intercultural Collaboration’. Now, think back to, 
reflect upon, and tell me the story of how that overseas, musical activity never came to 
be? 
What do you imagine could have been beneficial to you, your students or both by 
participating in such collaboration? 
Transition Questions for those answering in the Affirmative: Thinking back to 
the most memorable ‘Intercultural Collaborations’, who specifically initiated, coordinated 
and hosted the activities? 
Transition Questions for those answering in the Negative: Thinking back to 
your time in LOASS music, who do you feel could/should have initiated, coordinated and 
hosted such activities if one was to have occurred? 
Key Questions for those answering in the Affirmative: Because you 
participated in an ‘Intercultural Collaboration’, what do you feel were the primary 
motivators that drove you – or whomever instigated the collaboration – to seek a 
collaboration in the first place? Describe each of those motivators in as much detail as 
you would like. 
Key Questions for those answering in the Negative: Because you never 
participated in an ‘Intercultural Collaboration’, what are/were the key reasons – perhaps 
described as barriers – to such an activity, taking place? Describe each of those barriers in 
as much detail as you would like. 
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Ending Questions for those answering in the Affirmative: Because you 
participated in an ‘Intercultural Collaboration’ 
• What are the primary musical outcomes and memories you remember 
about the activity? 
• What can you remember about the relationships you and your students had 
during the activity with host nation participants? 
• How would you characterize this event’s – and others like it – impact on 
host nation/LOASS stakeholder relations in the months or years that 
followed? 
Ending Questions for those answering in the Negative: Because you never 
participated in an ‘Intercultural Collaboration’: 
• How could the barriers you described in the section above best be 
overcome? 
• What opportunities did you and your students miss out on that are unique 
to those of us stationed overseas by not engaging in ‘Intercultural 
Collaborations’? 
• How would you characterize the ‘host nation’ support and liaison systems 
in the areas you worked as a music teacher? 
Final Thoughts: Suppose that you had one minute to talk to the DoDEA director 
on the merits of providing music teachers and their students ‘Intercultural Collaborations’ 
through activities in music as part of the system’s curriculum. What would you say to 
make your case? 
Summary question 
After a brief, oral summarization of this interview, I the following question will 
be asked: 
"It is my hope that we have adequately summarized your experience of having 
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(not) participated in ‘Intercultural Collaborations’ through activities in music education 
during your time as music educators or music student in LOASS. Do you have any 
additional information to add that hasn’t been covered?" 
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APPENDIX VI 
PURPOSIVE SAMPLE OF LOASS SCHOOL YEARBOOKS PERUSED FOR 
EVIDENCE OF INTERCULTURAL COLLABORATIONS 
LOCATION SCHOOL 
AUSTRIA Vienna Dependents Schools: (1947, 1949) 
AZORES Lajes ES (1996) 
Lajes HS (1959, 1982, 2002) 
BAHRAIN Bahrain School (1977, 1996) 
BELGIUM Brussels HS (1976, 1986) 
SHAPE ES (1986) 
SHAPE Int'l HS (1968, 1981, 1995) 
CANADA ARTHUR L. BRISTOL (1960, 1994) 
GOOSE BAY HS (1963, 1968, 1973) 
Newfoundland: Earnest Harmon K-12 (1965) 
Pepperrell HS (1958) 
CUBA W.T. Sampson HS: (1963, 1974, 1988) [The Coral Reef] 
ENGLAND Alconbury HS: (1986, 1989, 1992) DRAGON TALES 
Bicester American ES: (1974, 1985) 
Croughton ES/MS (1983, 1993) 
Upper Heyford Croughton HS: (1971, 1983, 1995) 
Greenham Common HS: (1989, 1991) 
Lakenheath AMERICAN HS: (1963, 1976, 1990) LEGEND 
London Central HS: (1953, 1977, 1980, 1989, 1992, 1996, 2007) 
THE LONDONER 
West Ruslip ES (1983, 1988, 1991) 
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LOCATION SCHOOL 
Woodbridge ES (1959, 1973, 1993) 
FRANCE Chateauxreau American HS (1956, 1963) SABRE 
Leon ES (1952, 1954) Vive la France 
Orleans American HS (1962, 1965) Lle Troyen 
Poitiers AMERICAN HS (1962) 
Paris AHS (1965, 1966) Les Parisian 
GERMANY Ansbach AHS (1974, 1981, 1994) Onoldia 
Augsburg AHS (1968, 1984)  
Bad Godesburg AS (1967, 1971) 
Bad Kreuznach AHS (1961, 1974, 1995) 
Baumholder AHS (1962, 1971, 1977) 
Berlin AHS (1975, 1990, 1994) 
Bitburg HS (1966, 1978, 1988) Baron Shield 
Bonn AES (1993-94) 
Bonn HS (1970, 1982, 1997) Crusader 
Bremerhaven AHS (1977) Blackhawks  
Butzbach ES (1986) Knights 
Darmstadt AMS (1970, 1987, 2004) Dragon 
Frankfurt AJH (1980, 1987) 
Frankfurt AHS (1961, 1978, 1995) Focus 
Fulda AHS (1984, 1988, 1992) Horizons 
Giesbach AJH (1975, 1978) Der Falke 
Giessen MS (1986, 1990) 
Giessen HS (1987, 1997, 2007) 
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LOCATION SCHOOL 
Hahn JH (1970, 1975) the High Hawk 
Hahn HS (1977, 1982, 1993) Der Habicht 
Hanau, Argonner ES (1977, 1992, 2097) 
Hanau, Argonner AJH/AMS (1972, 1991, 2006) Charging On 
Hanau AHS (1958, 1977, 1987, 1996, 2006) The book if Panther 
Memories 
Hanau Sportfield ES (1984, 1992, 1998) 
Heidelberg AHS (1966, 1985, 1994) Hoheit 
Hohenfels AHS (1996) Noble Cat 
Kaiserslautern AHS (1962, 1981, 2001) Der Kämpfer 
Karlsruhe AHS (1961, 1965, 1979) Der Kavalier 
Mannheim AHS (1963, 1985, 2010) 
Mannheim MS (2004)  
Ludwigsburg AHS (1964, 1968) 
Nuremberg HS, (1950) 
Ramstein MS (1982) 
Ramstein HS die Legende: (1983) 
Rhine Main JH 1977 
Stuttgart AHS (1969, 1980, 1991) Pegasus 
Patch ES (1994) 
Patch AHS (1980, 1986, 1992) 
Schweinfurt AS (1981, 1991) 
Spangdahlem MS (1996) 
Wiesbaden HS (1948, 1965, 1977) 
Trier ES (1984, 1988, 1994) 
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LOCATION SCHOOL 
Würzburg AHS (1963, 1972) Ambassador 
Kruezburg ES (1986, 1991) 
Vilseck HS (1995, 1996) 
Würzburg (1963) 
Zweibrücken ES (1985, 1987) 
Zweibrücken HS (1971, 1982, 1992) 
ICELAND AT Mahan ES (1979, 1990, 2006) 
AT Mahan HS (1964, 1981, 1998) 
ITALY Larissa AS (2002)  
Aviano JHS (1974)  
Aviano HS (1975, 1983, 2002) 
Brindisi HS (1974, 1979) Centurion 
Naples: Forrest Sherman HS (1971, 1973) Tapestry 
Camp Darby AES (1956, 1957) 
Gaeta: Joshua Barney ES (1980) 
Livorno HS (1957, 1978, 2004) Tesoretto 
Naples AES (1999) 
Naples AMS/HS (1982, 1985, 1987) 
Verona ES (1990) 
Vicenza HS (1995) 
Vicenza ES (1997) Sigonella  
Stephen Decatur Schools (1987) 
JAPAN 
 
Ashiya HS (1960) 
Atsugi Shirley Lanham ES (1983, 1990, 1996) 
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LOCATION SCHOOL 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Chitose Dependents AHS (1968, 1969) 
ASIJ MS (1988, 1991, 1996) Omoide 
Chofu HS (1964, 1969, 1974) Hosho 
Eta Jima School (1951) 
Itazuke HS (1955, 1963, 1971) Bamboo 
Hakata HS (1972) Bamboo 
Iwakuni Matthew C. Perry HS (1963, 1980, 1995) samurai 
Vanguard JHS (1959) 
Yokota (Johnson JHS/HS) 1960, 1966, 1973) Kiroku 
Cummings ES (1991, 1997) 
Sollars ES (1987, 1996) 
Osaka HS (1950, 1951) 
Misawa Dependent HS (1956, 1977) Pagoda 
Edgren HS (1984, 1993, 2001) 
Nagoya HS (1949, 1950, 1954, 1958) Torii 
Hokkaido Crawford Dependents' School (1957) Toki no Omoide 
Narimasu HS Tokyo (1949, 1960, 1971) Sensu 
John O. Arnn ES (1993) 
Tokyo AHS (1951, 1952) 
Sasebo EJ King (1954, 1958, 1975, 1995) 
Sendai AS (1949, 1954, 1957) 
Tachikawa (1954, 1956) 
Hamadera ES (1954) 
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LOCATION SCHOOL 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
OKINAWA 
 
 
 
 
 
 
 
 
 
Yamato HS (1961, 1967, 1973) Katana 
Negishi PRE (1990) 
Kinnick MS (1975, 1996) The Unlimited 
Yokohama AHS (1948, 1955, 1959) 
Nile C. Kinnick HS (1960, 1978, 1996) 
Sullivan's School (1988, 1995) 
Yokota East Elem (1990, 1996) 
Yokota West Elem (1978, 1996) 
Yokota HS (1956, 1977, 1998) Seishun 
Yoyogi Elem (1954, 1958, 1962) 
Zama AMS (1978, 1985, 1991) 
Zama AHS (1959, 1977, 1996) Hinode 
AEIS (1981, 1996)  
M&K ES Kadena (1979, 1994, 1998) 
Kinser ES (1994, 1996) 
Stearley Heights ES (1992, 1995) 
Zukeran ES (1982, 1990, 1996) 
Kadena MS (1979, 1990, 1995) 
Lester MS (1993, 1996) 
Makiminato School (1979) 
Kadena HS (1988, 1993, 1996) 
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LOCATION SCHOOL 
 
 
 
 
 
 
SOUTH KOREA 
 
 
 
 
Kubasaki JH (1961, 1989) 
Pacific MS (1976, 1980) 
Naha MS (1974) 
Okinawa AHS (1948, 1952) 
Kubasaki HS (1954, 1965, 1977, 1989, 2001) Torii 
Osan AHS (1996) 
Pusan AHS (1973, 1978) 
Daegu AHS (1976) 
SAE (1987, 1991, 1994) 
SAHS (1960, 1976, 1991) Sanyangse 
VIETNAM Saigon AS (1963) 
MOROCCO Wheelus HS (1963, 1968, 1970) 
Rabat AS (1975, 1982) 
TM Wilhoit (1959) 
NETHERLANDS 
 
AFCENTAHS (1972, 1997) 
Soesterberg (1977, 1983, 1994) 
Amsterdam 
NORWAY Oslo AS (1970, 1982, 1994) 
PANAMA Balboa HS (1946, 1972, 1999) Zonian 
PHILIPPINES Clark AB Dependents School (1953) 
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LOCATION SCHOOL 
Lily Hill MS (1991) 
Wurtsmith HS (1991) (1956, 1962, 1965) 
Wagner HS (1967, 1974, 1984) 
Wagner MS (1976, 1982, 1989) 
George Dewey HS (1966, 1992) 
Ramey HS (1963, 1968) 
SPAIN David Glasgow Farragut HS (1961, 1985, 2009) 
Madrid Dep AHS (1957, 1964, 1971) ACCOLADE 
Torrejon HS (1972, 1982, 1992) 
Sevilla HS (1960, 1962) Taurus 
Zaragoza HS (1960, 1987) Zaragon 
TURKEY Ankara HS (1965) Citadel 
George C. Marshall (1966, 1992, 2002) 
Izmir AHS (1963, 1978, 1995) 
Incirlik AJH/HS (1972, 1981, 1996) Hodja 
Karamursel AHS (1974, 1975) 
GUAM GUAM HS (1998) Chomorran Day 
GUAM MS (1999) 
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APPENDIX VII 
NARRATIVE THEMATIC ANALYSIS RESULTS 
  
Primary Thematic 
Category 
Subcategory Responses/Themes Freq 
Social  Social interactions and making relationships 10 
 Encouraging concept of musical family 2 
 Expanding selves 2 
 Breaking the social isolation 2 
Professional  Provides resources for Teachers and programs 6 
 Teachers reaching out, willing to break barriers 3 
 Taking advantage of overseas environment for 
learning and development 
3 
 Academic Focus, Priority 2 
 Desire to perform; new opportunities and venues to 
perform 
2 
Personal  Accomplishment 4 
 New Musical Opportunities 3 
 Internal motivations or drive of teachers  2 
 Competitive 2 
 To spread music 1 
 Travel 1 
Cultural  Ambassadors, representatives of America 3 
 Respect for host culture 1 
 Broadening worldviews 1 
Motivation for 
Collaboration 
 Encouraging social and cultural interaction given 
mixed Parental cultures 
1 
Unique and memorable musical opportunity 12 Program/ 
artistic  Combined concert opportunities  5 
 Travel 4 
 Aesthetic experience 4 
 Interactions with other music directors 3 
 Musical, Artistic Skill Benefits 3 
 Process of Music 2 
 Spread excitement to other students 2 
 Additional resources 1 
Social Positive social interactions: students learning and 
sharing with each other socially, developing 
friendships 
13 
 Connecting thru Music 6 
 Diplomatic/more Positive View of Americans 6 
 Fosters good relations through relationships 4 
 Students learning social and cultural differences in 
practice schedules, home practice 
4 
 Locals as Audience 3 
Impact/ Benefits 
 Inspire interest 1 
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Primary Thematic 
Category 
Subcategory Responses/Themes Freq 
Cultural Cross-cultural exchange/different cultural 
perspectives 
12 
 Cultural exposure/understanding of host culture 7 
 Cultural landmark experience 5 
 Cultural Tolerance 2 
 Global citizenship 1 
 Political Impact 1 
Cultural musical enrichment 12 Enhanced 
learning Different perspectives; new way of learning from 
new people and culture 
8 
 Personal music skills 2 
 Stepping outside comfort zone enhances learning 
experience 
1 
 Think outside box 1 
 
 Learning for teachers 1 
Logistics Logistics; how to start or make it work 11 
 Language barrier/communication 6 
 Scheduling in advance; coordination 6 
 School year start and stop differences based on 
cultural practices of education 
4 
 Different knowledge, skill levels 3 
 structured HN school program 1 
 Too many people; too many voices 1 
 LOASS student turnover compared to host country; 
stability of student population  
1 
Resources Budget/financial 7 
 Lack of administrative support 4 
 Limited musical opportunities; differences in 
opportunities 
3 
 Disinterested or disengaged teachers 2 
 Music Teacher Disengaged 1 
 Centers Closing 1 
Isolation High Security 9 
 Lack of integration between local community and 
post, not leaving the American experience 
6 
 Difficult to get locals on base 3 
 Not Allowed off base or don’t go off base 3 
 Fewer barriers noticed in earlier years (70s-80s) 
from fewer security issues 
3 
 Unwillingness to go outside comfort zone 2 
Cultural barriers 3 Cultural and 
HN Problems Focus on providing American standards of 
education and need to modify slightly to collaborate 
3 
 Host nation not receptive/not welcome by HN 2 
 Bureaucracy/difficulty with administrations 2 
Barriers 
 Not welcome by host country 1 
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Primary Thematic 
Category 
Subcategory Responses/Themes Freq 
  Closed mindedness or fear, lack understanding of 
culture 
1 
Connecting thru music; language of music 7 
Shared Effort 6 
Use of Multiple or third party languages 4 
Use of Interpreters 2 
Overcoming 
language and 
communication 
barriers 
Breaking into small groups or sections 2 
Establishing groundwork in community  4 
Existing community and cultural connections 3 
Host nation Liaisons 2 
Overcoming 
community or 
cultural 
limitations Neutrality to reduce student fears 1 
Parental support 3 
Administrative support 3 
Overcoming 
Resource 
restrictions Free Venues 2 
Administrative support/scheduling in advance 4 
Teacher persistence, willing to take risks 3 
Freedom from bureaucracy 2 
Overcoming 
Barriers to 
Collaboration 
Overcoming 
logistical 
barriers 
Focus on the students 1 
 Shared learning & appreciation through shared 
experience in music 
7 
 Audience Response 7 
 Cultural learning; understanding another culture 
through interaction 
6 
 Student interest; reactions of participants 6 
 Social interactions; friendships developed 5 
 Continued in subsequent years 5 
 Proud to be there to perform 3 
 Working together toward a good performance 3 
 Teacher critique 2 
 Students sense of pride bringing music to schools 
lacking 
1 
Conceptualization 
of success of 
intercultural 
collaboration 
 Example of what we stand for 1 
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